
op -100 03$

OIVTIOR
Thous

e--

.

A1STITOTION
ARM AGENCY

''VVB DATE
.DOTE

111C 103 007

Billiard, Asa G..III
Alternative to IQ Testing;'An Approach to the
Identification of Gifted wdinoritys Children. Final
Report. .

San Pranciscil State Univ., Calif.
-California State Dept. of Education, Sacramento. Div.
of Special Education.
30 Jun 76
169p.; Bibliography may be marginally legible due to .
print quality

EDIS PRICE OF-S0.83 HC-48.69 Plus-Postage.
SCRIPTORS *Behavior Patterns; Cross Cultural- Training; Cultural

*Cultural Differen6es; Eletentary
Sieondaii_Educatioti,Evaluttion Methods ; *Gifted;
distorical-Reviewiv*Identification; *Intelligence
Tests; *Minority GroipSi-Standardised Tests; *Student
Evaluation; Talented Students; Test -Bias; Testing

4
Problems

ABSTRACT _--
- ". -The final report actresses the problems involved in
lentifying gifted _minority children. Reviewed is the historical

lorspective of cross cultural assessment in behavioral research.
'Typical. gross errors and misinterpretations of data in cross cultural
: assessment are pointed out. Among_fundamintal_considerations listed
::include the use of items suited to the chiles environment and the

of the .child to understand' ghat iscrequired.'llariCus
;behavioral stiles (such as the gtomistic-oblectite;
`obsessive- compulsive, and, hysterical styles) are reviewed.and their-
.iapact on assessment interactions is analysed. Cited are exaaples of
'2-behavioral styles if religion, music, and linguage. Described is=the.
division of a prescreening instrument containing items on P.
Torrance's checklist for creativity, and emphasized is the importance-
*of viewing style as the vehicle through which intelligence is
impressed. A final'section considers the implications of behavioral
style on ""education for the gifted. (CL)

°

***********************************************************************
.10 Documents acquired by ERIC include many informal $ipublished *
L* materials not available from other sources. ERIC makes every effort *
* to obtain the best copy available: Nevertheless, items of marginal *
* reproducibility are often encountered and this affects the quality *
*oof the microfiche and hardcopy reproductiOns ERIC mikes available *

,

,* via the ERIC Document Reproduction' Service (E1RS). EDRS" is not **
* responsible_ for the quality orthe\original document. Reproductions *
* supplied by EDRS are the best that can be .made from the original. *
****************************************************************14*****

,,
__.

,1?

-.



V ; U.S. DEPARTMENT OF WEALTH.
eDuCATIONE WELFARE
NATIONAL, iNSTITuTE OF
a EDUCATION

THIS DOCUMENT. HAS SEEN REPRO-
OUCEO EXACTLY AS RECEIVED FROM
THE PERSON OR ORGANIZATI0N ORIGIN-
ATING IT POINTS OF VIEW OR OPINIONS
STATEO DO NOT NECESSARILY IREPRE-
SENT OFFICIAL NATIONAL INS,TITUTEOF
EDUCATION POSITION OR.POCICY

ALTERNATIVES TO IQ TESTING:

AN APPROACH TO THE IDENTIFICATION OF GIFTED "MINORITY" CHILDREN

Asa G. Niltard, III

San Francisco State University

0

June 30, '1976

O

"PERMISSION TO REPRODUCE THIS
MATERIAL HAS BEEN GRANTED CY

Stuart Greenfeld

TO THE EDUCATIONAL.RESOURCES
INFORMATION CENTER (ERIC) AND
USERS OF THE ERIC SYSTEM."

A Filial Report

to

California State Department of Education

Special Education Support Unit

721 Capitol Mall-4

Sacramento, California- 95814

2\



0

Alternatives to IQ Testing:
An Approach to the Identification of Gifted "Minority" Children.

4 0

,
JP.

, ;

Asa G. Hilliard, III

San Franciico State University

June 30, 1976

A Final Report

to

California State-Department of Education
Spedial Education*Support Unit

721 Capitol Mall
Sacramento, California 95814

k -

Project Numb41- 75-175

,Frederic Burk Foundation 'tot Education Reference Number: 4842

('

t 1O

_



.7)

And a Little Child Shall Lead Them

Psychometriit: 'Juan,*can you tell me more about it?"

Juan: (After a lo g pause.) "Well, teacher, if you want,me to
tell you m4,4:4 about it y re just going to have. to ask
me a bette/) uestion:"

i(Frod an actual interview wi h a gifted\ i cano child as reported by
Olivia Martinez.)
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When we look back on past periods of history, we are often
confronted with inconsistencies and blind spots in human thinking,
which to us are so palpable that we are iimost astonished out of
belief% We find it hard to credit the inescapabp fact that they
remained, for decades or for centuries, completely invisible not
only to the generality of men but also to the choicest and Wisest
spirits of the age. Such are the Athenian emphasis.on liberty--
with the system of slavery accepted as a matter of course; the no on
that the truth could be ascertakned grid justice done with the,bOrp
otrial by battle;,the.Calviniet doctrine of pre-election to
eternal damnation; the co-eXi#tence pf a Christian etHfc
economic doctrine of rutgessAiiSiez-faire; and no doubt there
are other and better examples.

I believe that the blind spot which posterity will findjmost
startling in the last hundred years or so of Western civilization,i(1,

,that' it Mull on the one hand, a religion which differed from all
others in its acceptance of time, and of a particular point in
time, as a cardinal element in its faith; that it had, on the other
hand, a picture in its mind of the history of the earth and man
as an evolutionary procesa; an'd that it neither saw nor supposed
-an'y connection whatever between the two. *.

(Barfield, Owen. Saving
the Appearances: A Study in Idolatry)
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"By encapsulated I wean 'claiming to have,the whole of truth
'hen one hes Duly part of it. By encapsulated I 20421 look-
ing at life partially and proceeding to make stemmata cows

:Cutting the whole of life, and by encapsulated I mean living
partially because Due's daily activities are based on a world--
vie, or philosophy of life which is meager next- -to the larger
meaning' of *mistake."

-

(Joseph-R. Rdice, The Iniansulated Rim)

.

'"It sh d first of all be evident that any examination of
Bi& 6ltura in America.is-aecessarily an-emenination of.
the relationship between Black and White Americans. This
relationship, the images . "Black" and "Whiie",that Anericann
hold-of each other-has shaped the cultural!evolution of all
Americane."

7

(Ben Sidran, Black Talk).

#
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. students; Which had teen developed based .on the work of Dr. Paul Torrance.- The
.. use of this check list in the

San'FranciscoPublic Schools had'resulted in,the.,&identification of a4increased 'member of "minority" giCUP'students: However, "
thelanFrancisco Utiified' School District Director of Gifted Programs and
sieskers-of his staff had exprissed-the feeling.that many gifted "minority group

-* -students had not been identified yet, even with the_use of this checklist as ipre-screenin device.
, -

. 4,0.4

,".- Out work then began as an attempt to evaluate existing'Ore-screening pro-,,cedures and instrument todetermine what modifications; if. any, might.besmadeo
in order to gifted "minority" students who' could then be assessed furtherby.the..tegular assessment processes. .

-Inorder to begin 'the task, an extensive review of appropriate literaturewas conducted. In addition, in depth interviews with practicing professionalswho wotk:wdth "minority".children,directly on an on-going lasis, were condected-in order to get their evaluation of the wasting pre-screininginstrument as.well as their suggestions regarding procedures, techniques, and behavioral indim.
.. %icatore for identifying gifted "minority".children.

:. ,:

/1-- It became clear early in the year, that the problem we faced was much more
cempletthan it had, appeared to be, and that a simple revision of a pre-screehing
instrument would be insufficient. _Our review of the literature indicated, as-is
generally known, that there'is ntcommOnly accepted definition:cf intelligence,

'- -and, therefore no commonly accepted definition of a person with "supetior intelli-
. gence," or :in other words, a "gifted person."- -As we proceeded to-review,the 'literature and to interview practicing professionals, it became evenmore obviousthat a fundamental ptoblem exists when it comes to the assessment of'different
0 cnitUiirpopulations whichcould not be'iolvedsimply by changing from a stain-

'.c, dardized IQ. test to a standard check list or observation schemfor, looking at
children-of coldt. Noi could any of these be adapted by" any simple process.

J

Thirfundamental-problem_ii_that virtually all assessment procedures operate on
the implicit assumption of a model of a "universal" or "standard person:" 'We
infer this from the fact that no-known assessment system takes into account dither
the elaturil 4istory or the personal history of these individuili whose "intelli6
.gence" is being assessed. All known generally utilized assessment-devices or
systeim,fOr'the measurement of "intelligence" ignore,basic cultural contributions
.to ,patterns of human behavior. Our investigitions indicated that assessment
specialists caul proceed in this way only by iaking.liberties with the truth.

..

.
-.

, Any hope of:haVing in one year's time, from such a small study as this, an
instrument to select "gifted minority students" which is.valid, reliable,thas

.:Itistructional utility, and which would temedi all.the deficits of existing
intellectual assessments, is impossible,to say the least., tie had assumed before

INTRODUCTION

Work began on .this project one year ago, following the award of a grantfrom the'California State Department of EduCation, .The purpose was to "refine
a selection process fothe identification of gifted minority students." At °that time, the San Francisco Unified School District had recently begun to usea check list of charaCteriitics designed to identify gifted ("creative")

'4;

15
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the investigation began that cultural differences were of primary importance '

in any assessment process.i It became even more clear during the investigation
just how.importait these cultural differences were. Neither assessment nor
intelligence occurs in the abstract or in a vacuum. Both are situated in), and
derive their meaning from, a full cultural context. Consequently, only by the
explication of the speqific manifestations of behavior within that cultural

--.,context, .can the assessment of human behavior take on meaning.. Thus, only in
this arena can "intellectual superiority" be truly evaluated

r
.

In San alone, there are more than twenty different languages
which ara-ipoken as the primary;; anguage of its citizens. One could hardly
Juliana how many 'different cultnrSi groups there arain addition within` the
cityt Certainly, if Wirtake theiliatinn as al0hOle, the number would be greatly
expanded. Therefore, the tes14f`designing an assessment process which would
tike into account) as is necessary, the varied culture/xperiences of students
to be assessed is oirerShelmingi iit, these Varied cultural experiences are the

- raw materials through which mental ability or aptitudes are expressed. Howeverl
it is possible to deicribeandi demenstrate,an approach to the assessment of pupil,
behavior mhieh does,proceed from the.-atiumption of both Wiustiess_aotosons,
in,culturil backgrounds. Therefore, the task here hal been to describe an

. a reach fo valid assessment l'Iohich builds upon and grows out of a recognition of
t e on .11,- possible experience which children can hgve, whith;is, oddly enough,
their own experience. Howeverit-is impossible here to illustrate this process .'

with ever' conceivable cultural group--or even with several of the representative
,culturiel proups in'the San Francisco Bay Area. Therefore, because-of the principal
author's !own expertise and. cultural backgrOund, Afrei.American,the, predominant
or majoilttentionend model for assessment will utilize this cultnral experience
as the pi mary group of-reference. Nonetheless, ,the general approach can be

I

applied t any cultural group experiences. . .

. ,

.

In view of the current state of assessment in practice, it will be necessary
in this rinort to dwell in some detail upon relevant literature and a rationale.
for an approach to the assessment of culturally different groups. It is.imPor=
tent that ~certain documentation ofthe'nnique experieice,oka cultural group be
presentid'as a model, and that docnientation of relevant assessment activities.
associated \with that cultural experience be presented. This 14111 necessitate, a'

. gomewhatl ngthy, ponderous, and multifaceted.presentation'of the results of the /
:-

'study. ,4- -c ,.
1

' ,

An instrument for use in,pri-screening and identification of "gifted minority'
\

students haa,been developed, piloted, and refined as a part of this study:- How-
ever, a major part of this-study is the treatment of theliterature,.the synthesis

-----:---.--of data-from interviews with-practicing_cliniciansi and the. development of a --
rationale. The prel:screening "instrument" is merely ksiaIi-parttof a.muCh-larger
and more complex process, and is itself more of a pide twobservation than a ,

"tesefrin the, traditional sense.

16

.3



,0
A

//

Chapter I

Cross Cultural Assessment in Historical Perspective

1921, Louie Terman of Stanford Univergitn who ,ecame President of the
--/-American-laychological AssociatiOn, and who is known as the "father of the-/ StenfordfBinet,"expressed the following thoughtst

A low level of intelligence is,yery, very common among Spanish-
Indian and Mexican families of the Southwest and also'among
Negroes., Their-dullness seems to be racialt.or at least inh-
ent from the family stocks from which they come...The whole
'question of retiel differenceein menial traits will have to be
tiken_up:anew and breeperfilinital Metho-da. The writer predicts
that when this is done there vii]. be discovered enormously sig-

'nificant racialtdiffereuaes in general intelligence, differences'.
Which cannotbe wiped out by any scheme of.mental culture.

_
0

,Thildren of this group s0. fieuld.be segregated in special classes...
They cannot master abstractions but they can often be made effi- .
cient workers...There is no possibility at the present in convinc--
ine.society that they should notfie-alloWed to reproduce,. although
from ,a eugenic point of view they:constitUte a grave problitm :,,,,

because Of their unusual prolific b'reeding.,-,'(gimin, 1974," P. 6) ";-,
,

-Another noted scholar, Karl. Brigham, who was affiliated with.princeton
University, became the Chairman of the Calton Socie an associateion con,e. --

i 4, corned with eugenicsalso had,strone views on eifinicty andsintelligence: .!., .
, ...

:
.

, 1, e '
,, . 4- --

The Herdic, are,..ruiers, organizers, end arisiocrats.'.:Individu-
alistiC, self reliant, and jealous of thai personal freedoi... 1

As a.results'they are usually Pretestants...The Alpine-ma'am
x.

, always and everywhere a race of peasants...Th4 Alpine is,the per.
.fect slave, the ideal serf...the unstable temperament and lack of scoordinating and reasoning power So often found among the Irish...
We have no separate intelligence distribution for the Jews...our. -

;army sample.of immigrants from Russia is at least one-half jewish.
our figures, then, would. rather tend to, disprove the populir belief
that the Sew ii-intelligerit...he

has the-head--formi-stature,--and
color of his Slavic peiphtiore. He is an Alpine Slay._

(Kamin, 1974, p. 21)
.

.

. _ .- ,-
.

, .

,

.

Kiri Brigham's views were important as he also served as a developer of
.the,SCholastic Aptitude Test and served on the College Entrance ExaminationBoard asecreistry. Kamin (1974) has done a masterful job'of describing the

Context within which the of intelligence testing has taken-place _

An/



$

i

/

in the United States of- America. As historical informatiOn, Kamin's data and,
perspective are critically iztp rtant. Howelker, it must be kept in mind that the
question of "race" and intelli ence continues to be

it
a topic of high interest.

among Americans even today. t the 1976 American Psychological Association
National Convention, Universi yi of California, Berkeley, Professor Arthur Jensen's
presentation (Jensen, 1975) d ew one of the largest crowds of the Convention.

,

It is hard for one who reads the contemporary mainstream of behavioral
science literature to realize:that the opinion expressed above are relatively.
new in human history. It is important, therefo e, that some attention be paid
to historical opinions which 'differ widely from those expressed by some of the

rnationally known representat.ves of our scholar' establishment. Before the
advent of Europe's colonial, eriod and the development of intelligence tests,
the ethnic or 'racial" dulltiess of people of color which was noted by

- Professor Terinan, seems, not/ to have existed. In the first recorded contacts
that 'Europeans- had with peOple of different colors*, the situation was just the
opPosite in other Arts of I the world: \

-,:--

We may. also take the example of Pythagoras:, , This great philosopher,
while still a youth,. if we may credit Iaidb4chus, associated him-
self with Thales of Miletuei front iirrom. )hergained a considerable
knowledge of the Mysteriei. ' Thales, Veins' at that time of ereat ,_ ,
age and infirm ofdbody, apologized fors incomplete undees tending-
of the sacred doctrines. and Urged Pythagoras-to visit Egypt,- the
Motherland of Wisdontt 'Iamblichut wrote that Thales confessed that
his own reputation for wisdom was derived frotti;thee instruction of
these priests; but that he was neither naturally nor by exercise
imbued with those excellent prerogatives which 'are \so visibly dis-
played in the person) of .Pythagoras-.. Thales, therefore, gladly 1

"kannounced- to. Pythagoras, frcim all these circumstances,, that he would
become the wisest and most diviite of all men, if'he associated with
these Egyptian priests-. Iersnichr.,then,describev journey which ,
Pythagoras made to Egypt, holf enrOute--he was initlatakinto the -11,
mysteries of several nations* and et last arriving aegis destina-
tion, was received by the Egyptian priests with respect .End affec-
tion. He associated, with the Egyptian philosophers, for some time
and aftek demonstrating by. his sincerity and concentration that he
was worthy to associate with the initiated, he was at last admitted'
into the secrets:ot their ancient order.

\ .He. spent, tharebre, observes Ianthlichis , two and Meaty years in
Egypt, -in Adyte 'Of temples , as trononti zing and geome trizin g I and was
initiated, not ilf,--lan artificial or casual meatier, in all mysteries
of the Gods. (Hall, 1971, p. 57)- \

. ., .\George_ G. M. James (1954) ,elso points out that the inunigratiOn of .the Greeks
to Egypt for the purpose of their edu'cation began as a result of _the Persian_
invasion of 52.5' B.t. and continued until Greeks' gained possession, of that land
and access to the royal library through thecanquest of Alexander ,the Great.
James points out that Egypt was- the greatestfvacation center of the world and 1-

thattfit was visited extensively by the Greeks. No evidence of an assessment of
the Egyptians by the Greeks indicates any awareness of "genetic or "intellectual
deficits." "...Reference must again be made to Plato intthe Timaeus who tells us
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_that Greek aspirants to wisdom visited Egypt for initiation; and thai&tiie priests
. of Sais used to refer to them as 'children in-the mysteries.' (James, 1954)

There its in Egypt, said Critias, at the head of the delta, wherethe
Nile divides, a district called the Saitj.c. The chief city of the
district, froM which King Amasiscames is called Sais. The chief
goddeds of the inhabitants is called in Egyptiantlleith, in Greek
(according to them) Athena; and they are very friendly to the
Athenians and claim some relationship to them. Solon came there
on his travels and was'highly honoured by them, and in the course
of making inquirfesfrom those.priests who were most knowledgeable N,
on the subject found that both he and all his countrymen were almost `
entirely ignorant about antiquity. And wishing.to lead them on to
talk about early times, he embarked on an account of the earlieat
events known here, telline,them about Phoroneus, said to be the filsi
_man, and Niobe, and hoWDeucalion_and Pyrrha survived the flood and
who were-their descendants, and trying by reckoning up t e genera ons
to calculate how long ago the events in'questiofi had taken place.- _4%nd
a_ very old priest 'said to hie, 'Oh Solon, Solon, you Greeks are all',
childrenland there's:fib such thing as an old,Greek.' 'What do you
mean by that?' inquired 'You-are all young:in mind,' dame
the reply: 'you have.no belief rooted in old tradition and no knowl-
edge hoary with age...But in our temples we have preserved from ear-.
liest times a written record of any great or splendid achievement or
notable event which has come to our ears whether it occurred in your
part of the world or,hereor anywhere else; whereas with you and
others, writing afid7the other_necessities-of-civilization have only
just been developed when the periodic scourge of the deluge descends,
and-spares none but the unlettered and uncultured, so'that you have
tó begin aeain like children; in complete ignorance of whit happened.
in our part of the world or in yours" in early times.'

.

'(Plato, 1965, p. 35)

. It is importaft, in light of contemporary argfinWtTabout:"inteliigence,"
and genetics or "race," to note that the Egyptian0;end Ethiopians of that

,-(._ancient world which was visited by early Greek scholaa were Black African
people. *(Blavatsky, 1972), piop, 1974), (Higgins, 1836)4.Packsdnv 19745',
(Massey; 1907), (Snowden, 1971)

.

' The-true verdict of history was announceahy,the ancients:

...The civilized Ethiopians, however, according to Diodorus, were
the first to honor the gods whose favor they enjoyed, as evident
by the fact that they had been free from'oreign invasion. These
/Ethiopians were not only pioneers'in religions, Diodoriminforms
us; but also orieinators of many customs practiced in *.pt, for
the Egyptians were colonists of the Ethiopians. From these
Ethioraeits,,the Egyptians derived, for_example, beliefs, concerning
their kineskburial practices, 'shapes of statues; ankforms of
letters. Further in Diodorus' accounts of Ethiopians who lived
near the Nile, derived from Agatharchides, he may be recording a

polemaic description of the "pure" Negro.. The majority of the
Nile dwellIng Ethiopians,- according to Diodorus, were black, flat.
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nosed and ulotrichoL .The image of just Ethiopians, beloved of
the gods, persists in he empire...Lucian evokes, on several
occasions, the divine visits to the Ethiopians, obviously echoing
HOmer, he says, 'the gods are away from home across the ocean no
doubt visitinr the blameless Ethiopians; the gods are accustomed
to feasting with the Ethiopians continually, at times, even self
invited'; and in commenting on the gods' practice of selling their
blessing- Lucian notes that the Ethiopians are to he considered
fortunatt,if Zeus is really compensating for the hospitality whit
he and other gods received when they enjoyed a twelve day
Ethiopian feast...an appropriate summary of the classical tradi-
tion of divine love for the Ethiopians and of the ancient records
of Ethiopian justice appear in the words of a 'sixth century A.D.
grammarian' like lactantiffsPlacidus: 'Certainly they (the f
Ethiopians) are loved by the gods because bf justice: even

r Homer indicates in the first book by the.sfact.that Jupiter fre-'
quently leaves heaven and feasts with them because of their jus.
tice and the eluitv of their customs for.the,Ethiopians are said
to be the 4ustest men and for that reason gods- leave their abode
frequently-to visit them.'

Chancellor Williams (1974) points out_manynf the great inventions of theEgyptians and Ethiopians. For exemple:,the'invention of-writing. All theancient historians agreed that -Black Afica was a wonderful place. A Greek-proverb which was preserved by Aristotle and Pliny goes as follows:,"Africa
is alwaysproducing something new. " (Snowden, 1970) In fact, the picture
which later Europeans were to paint of-Blact,.Africs and of other parts of theworld were so much at variance with the truth ind_withhistorical records,that in 1793, a famous European (French) of great conscience,,Volney (1950was to write:

-

There, sPeOple now forgotten, ,discovered, while others -.were yet
barbarians, the elements of the arts-and sciences. A race of Men-
now rejected from society for their sable skin and frizzled hair,
founded on-the study of the laws of nature, those civil and reli-
gious systems which still governthe universe." (pp.116 -17)

The situation was the same with the rest of the world's people. ...7We orig-inal documents of the early travels of_Europeans indicate clearly that they
regarded the people they met with respect, frequently even with awe. Marco Polomet civilizations intact. The great Khan was not'"primitive," nor were hispeople. Herodotus, Pliny, Pythagorna,' Aristotle, Plato, etc. met an Egyptianand Ethiopian Civilization intact. %espectively, Cortez and Captain Cook metan Inca civilization and a SoUth'Sea Island culture intact. In all but thelatter, not only were there civilizations, but also high cultures completewith libraries and outstanding systems of higher education. In cases of theSouth Sea cultures, although "non-literate" at the time, there were indigenous
systems of higher eduCaUon which produced, among other things, navigators'
-(Lewis, 1972),:(Goldson,-1972), (Kyseller-and Bunton, 1969). These navigatorshad to become highly skilled in oceanography, astronomy, urnithologyA andmeteorology in order toftravel: Noreover, they accumulated their technical -kn9wledge over thousands of years and, obviously, were ahleto transmit and 'toimprove upon that knowledge. Where are thoSe books? Where.ia the, knowledge
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compendiuWof these "savage" and "primitive" people? How did the knowledge of
the hieroglyphic writinns of these "primitive" people get "lost "?

The answers to theseouestiolp are related to like problem of cross-cultural
assessment today. If "hard data" has been ignoradorlost, or destroyed in the
past, how can -:the present he seen as different? 10 a greater extent than ever
before, an honest study of history will reveal that "underdeveloped" or "priori-
tile" man Was as much a creation out of the, imaginations of ethnocentric ob-
44rvera as out of true experience.

What happened? How is it tbats,even in 1916, much behavioral research is
conducted apparently in total ignorance of historical perspectiveisOn cross-
gultural beliefs about "antitude,":Or of the history of "primitive" or,"under-
developed" people? How has so much scholarly work been done Comparing the non-
existent ."racis" of people?

.c

By the-end of the century, hardly ,a scientist oueationed the
.necessity of doinr. 30'. The terms'ofreference then had been
accepted_by,even such educated Negroes as W. E. B. DuBois t'

7(sPgakinn of the.sectori of would'have taken a
man of exceptional innocence to Ask "What were they classifying ?"

711hil'ever wished to read could discover\that readily enough. The
books described and even pictured the racial traits of Laplanders,

. Magyars, and.Japanese,Tutons and,Hotentotss-Anglo-Saxons and
Slays. In tables of impressive statistics carried to two or more,
decimal places could be found exact measurement of these people's,

.

social, physical and cultural qualities. All that was clearly
and definitely proved:

;.The question that was not asked Was nonetheless significant.
What,were they classifying? Color? Nationality? Religion?
LanpUige? Vhy,in.the United States, for example, should the
Negro have been one category and the Jews another and the
Germans still another? tf color set one group apart, w.4, di0 it
not unite the rest, or4to put the same question in:another forms
how did the classifier know that. in the case of the Negro it wss.,
color that was the distinguishing feature and in the case of the

1.-Jew, religions and in the case of the German, language?

"(Handlin, 1957, p. 71)

Europe, during its. colonial period, needed to.develop a justifiCation for
conquest -and exploitation (Rodney, 1974). It was.dueinft.these centuries, par-4'
ticularly during the eighteenth century that the ideolog of "race" and the
mith of "race" was invented and the systek of "racism emerge4qpiddisi 1970;
Stoddard,, 1920). In spite of the fact.that the concept of "racell,has been
thoroughly deMOlished by competent scholarship (Montagu, 1964; MOntagu, 1974),
there stil stand,, virtually unquestioned in the literature of most behavioral,

. "science," "a olarly" studies of differences betreen and among,"races." Even
in-1976, a,note scholar ''siich,as Arthur Jensen conducticientific" studies
of the differences etween "BlAtke; and "Whites," while having no scientific
definition of either "BlaCk",O? "White." How then does such an eminent scholar
Identify his "races" or olois and-establish his groups for comparison?
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More scientific scholars of history were never fooled into thinking falsely

'or believing in the myth. In nenerall_these scholars were patientobiervers of

'the people in whom they were interested:

Whoever begins with the Mythoe as a product of the 'savage' mind as
savages are known today is fatally in error...A race so,degraded or

underdeveloped as the Buehmen have their hidden wisdom, theirmzmic,
with an esoteric interpretation of their dramatic dances and panto-
mime by which they more or less preserve and perpetuate the mythical
meaning of their religious mysteries: What we do really, find is that

the inner-African and other aborigines still continue to talk and
__ think theirtheughts_ii the same figures of speech that are madevis--

ible by art, such as ii yet,extint among the Bushmen; that,the
Egyptians also preserved the,primitive conscious together with a
clue to- the most ancient knowledge, with its aymbolicmethods of
communication and.thet'they-converted-the-livine types into -.the later

lithonrams and hieroglyphics. (ftsiWy,,1973, pp. 29-32)

Hassey's British countrymen did not always hear him. There are interest-

----f-ing-stories of "experiments" being conducted in England anti in other p&-ets.0f-

Europe to -determine If Black people,had.the "capability of learning" as other .

--- people did. European scholarship was literally emergin/_from the Dark Ages..
There, t, er. many stories of the sdtcess of time '','.experiments ":

Noi all Black people in England in the eighteenth century were
domestic servants, some youths beciiie apprentices. By1731,.there ,

were so many of them that the Lord Mayor and AlderMan of London
Pr

passed an ordinance making it an offense to teach. slacks a-trade.

There was also el belief during the years of slavery that Blacks

were not capable of-absnrbinft the education of the White-men; that

they were his intellectual inferiors. Colonists were always qtrck,.

to compare slaves to-aves. It was for, this reason-that a Jamaican,
Francis Williams, was chosen as h guinea pig in a most-unusual -

experiment: to prove that a Fleck man has the same intellectual

facilitiee as it White man: -The man who decided to try thief-experi-
ment WAS the Duke of '4onteu who lived in Jamaica in the yery early

years of the eighteenth cehtury. He chose Francis Williams because

he noticed that the boy had.a quick,.1i'vely intelligence.
Francis Williams was born in Kingston, Jamaica in 1702, the youngest
of three sons of John and Dorothy Williams who were free Blacks. N-

t' The Duke sent him to Entland'where he began his studies in private

Elhools. Afterwards, he entered Cambridge University. ThersOe
specialized in mathematics, literature, and Latin, finallYlradu-

ating with a bachelor's degree. When Williamejeft Cambridge, he
went to London where he was accepted in the literary and fashion-

able Georgian society, becoming, quite famouso_too, for el ballad

which he composed called, "elcome, Welcome Debtor.' It was so

much in vogue in London that some minor composers, irritated at

seeing,a Black do so well, attempted,Without success, to claim it

as their ft

Po.
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The Pullah slave, Job Ben Solomon becsae oneof the Arabic trans-'
.lators of his time. In the early 1730's, he worked in London in
close collaboration with Sir Hans Sloane, botanist and doctor. One
of his scholastic feats was to write three copies of the Koran erom
memory. After he had finished workint on the first copy, he did
not need to refer to it while writing the other tr.

(Scobie, 11720p. 23,; 27. 32)

Still Another example follows: 410

Francis Williams went on teaching in a Spanish town*til his
in 1772, at the age of 70, but he was not the only Wfack scholat
who, durint the years of African slavery, shoved that slaves_could
master not only Entlish and Latina-but:other-difficult languages as
Well, There was Anthony William Amo who was born on the coast of
Guinea. He studied at the University of Whitenburg at Male,
Saxony, and wrote and spoke fluent Greek, Latin Hebrew, Dutch,
French,. and German, He obtained his doctoratelegree for a'phil-. .

osophical work called, The Want of Feeling The second book by Amo
was published in 1794. It was also philosophical and dealt with the
sensations which involved the mind ind the organic:workings of the,

,body.
`e

Z;

Another slave scholar, Jacobus Elija Capiteini studied at the
University' of Leyden, earning.a,degree in philosophy in 1740,-
He published twe'worksi one'a treatiseon the calling of the
Gentiles, de Vocation Ethinocorum; which ran into three editions;
and the other a book of sermons in,putch. _Jima Latino, a Black,'
was a professor of poetry at the University of Granadain Spain.
His remarkable book on Dori Juan of.Austria at-the Battle*of s.

Le Panto, was published in Granada-in 1573'and won his respect
as a scholar.- It is one of the 'most prised rare books in the
world today. (Scobie, 1972, p. 31)

The history and' treatment of AfricAn slaves in America, and thee, attitude
toward then, parallels that which emerged in Britain. Therefore, predictably,
'experiments° were tried in the United. States:

I.

A

The Negroes 'Stride toward literacy under the influence6'f special
education certainly vindicated his confidence.in the program (public
achools). .

Less, than half the 'Smith's Nieto _population ten years of .age and
over could read and write-in 1890. But the literacy rate climbed
rapidly-after that tine and by 1930, slightly over four-fifthi of
the Negroes were literate. On the averege, the Southern Negroes'
literacy ,increased 93.8% over the forty year period. When compared
withthe 327 experience. by the region's total population during.
this time, the Negroes' - progress was phenomenal.

(Bullooki -1870, pie.:171, 172)

The performance o' Afro-Americans in the miiped States, When liven the
opportunity to learn, nevc'r bire out the neeative predictions of the racists,
in our history.
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Since the statistics indicate an almost phenomenal rise in the
literacy rate of Negroes from 1870 to 18901it rose from 18.62
In 1870 to 30% in 1880 to 42.9%.in,1890) and since these statis--'-- -

tics are for Negroes in the nation as a whole, they reflect a
probably greater rate of increase-fh the North than in the former
slave states. Since, however, 90.3% of all - Negroes lived dim the-
South in 1890, the increase there must have been considerable.
Nov meth of this was due to public education and how much to
privaii-ichoais would be diffiCult, if not:iepossible to ascer-
tain. This question is particularly pertinent when one'recalls
that many of,the teachers of the public schools were trained in
prOate achooles. (Logan, 1954, p. 68)

Somas's rapid learning of African slaves took place by accident.

A house servant learned through necessity how to diatinguishimmoas
the different newspapers his caster ordered his to select, and,
slaves who served as foremen had to learn-Imoogi to keep a daily
record. More-generally, however,, ome slave children gained-liter-

-Jv through the 'play schools' that grew out of 'the social relations:
mainta ed-with-theirner's children. Though stating in play,
these schools wars often i-Aift'seiiously WERE-liestaie and
'pupil.' Such Man the cabs on a .Mississippi plantation when a
planter's son aspired to make !cholers out of some of bib father's
slaves. Five of these slaves- learned to read 'oven that they
became *inisters (Bullock, 19709'p. 10). ,

Many Whiteteachers'in the United'States at the time knew the iyth to be false.

.Tradition had set no sharp unfavorable image of-the Negro in their,,
minds. Their faith.ii his edicability-was unaffected by his pre-
vious condition. With abundant zeal, they often wrote as did
Sarah G. Stanley, a teacher of the American. Missionary Association,
The progress of the scholars is in ailtases.creditabl and in

some cases, resiarkable...Row richly God has endowed them and'fiow
beautifully their natures would have been expanded undetz-a tender
and gentle culture.' (Bullock, 1970, p. 24) *ltt-

In spite of these and many other similar experiences,

m

the large majority of
White Amerioans,eitheeforgot crigoored what they knew -or whit had already

.beed demonstrated.. -

An examination of.history4 the fore, reveals that the myth. of the,

"intellectual deficits" of Afro-Americ and other minorities is a utter of
. relatively recent belief In history, and ther is*a conception which often
was not shared by those who had direct, empathic, open memded contact with
people of Color. bonsequently, it4sApparent that these beliefs originated
with'the needs of the colonial period with its territorial expansion and
slivery. No understandingcof our current problems in educational assessment
is.possible until it is understood that these problems are situated id a his-
torical and cultural tradition. This tradition_has included, among other

-relevent.things; the systematic destruction of information about people which
permits the-myths of genetic inferiority to. be fabritated. As, recently as the
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-provost costss7, sops of oar most eetstaediscacbolars have bees actiiely
loVolved is the iredeetioo of dose oyths. (Sekkasd old 9104. 1975): .1(ri% 1974), (katt, 1971), (Thomas sod .5illee 1972), Sven todap,'-zon-
NW* of do pest read* to coitus* sod to coot:end prefisaiesal_practice.

& -- Oaly through cheightosed avaroiam sea:repeats of past, perforilsces-ba,
avoided today, Accuracy sad radii, ia:assesemit doassdi as historical per=
spective,-sa literdiac.tpliaary coatemporar7 perapective,_sad a sulAiceltorally
.sephisticated. perspective as vell: .
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Classical Failure and Success in the Ass...apt of People of Color
r

1" A
The history of cross-cultural asiessment la the,United States has bias

use which-his beau notable'fOr an inordinate procession of-colostalAblundera
4111 a fair. share oflacompeteide to boot. -What is before us is sots than just
eiliatter of scholar Wag over the interpretation of data, Particularly
teeth...re* ofer- tural ass...moat there frequently gee no real data to
interpret. ewes though pseudo- data 'say have that appearance. It is important
to illiitrate hire same detail thticiads of MOM errors which continue to
characterise "respactiible" behavieralFesearchry opinion in cross- cultural
settings:

Interestingly -enough, one'of the earliest errors in cross- cultural assess -
seat was ors` is which White lurdpbans, among others, were misassesseetly
Africans and -Afro-Europeans. -

The-.Moors, like tbi Greeks and Romans, had ,a very low opinion of the
Whites to th.l'orth:- Rad they'not-beaten ihem_often on the battles,.
field with h-Inferior umbers? Aristotle, Cicero, Caesar, Tacitus,
Constantino the Great,Amd.Saint4erarie.hadet thought such of them,-
!and -they'hada't probably advanied-is such in the tea centuries since.
Said of Andaligela (1029-1071) thought Nordics po higher than the-primis
tivp blacks Web. African interior. Ne wrote,'They are soarer animals
than men,..they are by:nature unthinking and theftlimmers'irude.
Their billyp.protrude; their eolor-is_white and hair is loig. In
sharpuess'aid delicacy. of spirit and in intellectual perspicacity,
they are nil. Isporance, lick of reasoning power, and boorishness are
common imong*them.' .

Of the Central African Blacks, hrwrote"they have hot tempers and
excitable canners; their skin is black and their hair wooly. ,Turbur-

stupidity,,:and ignorance are common among-then."

Modern white historians agree rith this Moorish writer, Michaele' and
his History of the Crusades,' which describes thwPrussians of the
thirteenth century as be just a fair grades above savagery. Draper

. says'that the palaces of the then rulers of Germany, France, and
England were, in comparison with those of the. Moorish rulers sof Spain,
"scarcely better than the stable."of the Moors. Lancelot Nogben r

sayi, "Moorish scholars of Salato, Cordova, and Seville were writing
treatises op spherical imigoesmet4 edam tgejeathemati#1nyllabes.
bf the Nordic University of Oxford stopped abrOptly at the fifth prop.'

`osition of 'the book-of Ruclid."...Proid white knights thought Negroes
such worthy foes that they placed that in their family crests and
welcomed those who becamethristianuiss allies add social Awns:

(Rogers, l952, p. 60-61)
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Even among ranks of scholars, in 'ouV'Nation, few are aware that Many
people of color who are UAL. ansiderell "deprived," "underdeveloped," "geneti-
cony ilforior ".or "primitivi," have, at various -points in history looked upon

Jill:repeats' in the same way.

fl

<,

The final'undoing;of the Dusky Moors was their underestimation of the
.state of the fair barbarials to the North of the Pyrenees. A
Moslem historian in,tihe eleventh century -referred to these people as
barbarians with big billies -pale skin, long and lank hair, and
declared: ,'Ibey lack' keen4ss Of understanding and clarity of intelli-

.

woe, and are overcome by ignorance and fool/Anna, blindness: and
. Another Noorislt,echo Said of, Toledo, in the thirteenth

century, spoke of the samegrotip of topls in the following words:
They are cold of toppers:env' never reach naturitko they are of

great stature and of a white col but,they lick all sharpness of wit
and 'penetration of intellect.t . on, 1972, p.. 276)

In later tinge, we have -examtples-which a clearly As Connection between
. 'the *Wakened. European's notivation for animation and domination, and the aubse-

quin.Wassessment of subjecti..to be dOminated "inferiors." Sometizais the loth
idiots proceeded with deliberate care to produce "inferiority."

What was the intellectual livel of these, slaves? The planters,
.
hating

them, called them by every opprebriouti name. 'The Negroes' 'says a..
memoir -*Wished in4.1789, 'ars unjust; cruel, barbarous; half-ham,
treacherous, deceitful, thieves, drunkards, pioud, -lazy, unclean,
shameless, salons to fury and cowardii.'-, It vas by ,sentiments:eisb.lris
these the '. ey strove -ties justify the-almonial cruelties they practiced,
and*it Milo great pains that the -Negro should remain the brute beast
they wanted him to be. 'Ilie nasty of the wife_ demands that we keep

"the Negroes in the most profound ignorance. I 'have reached the stage
of believing firnly that one mist treat_ the Negroes as. one treats
belsti.". Such is-the,opinion of the governor of- Martinique in a
letter -sarcoma to the shit:star ;and such was the'opinion of all colon-

. iota except for the Jews.who spared no energy in malting Israelites -of .

their slaves; the majority of tha colonists religion:ay kept all
instruction'oreligious pr °thereinto mat .from .the slaves.

.., . -- (Jame*: 1963 p. ).7)

.7 A close review of history (Durrsan, 1969), (Bullock, 1970) chows clearly gross
instances of myth asking tied to the self interest oflure-Americans as a long
tens pattern. The problem was pervasive and included ill people of color.

"
Along with hostility cans Conte:tot and ptejudice am, exemplified by
numerous viciously. racist fateients includ*-illtweirks About California
written during the perioCafter 1849: Even. the more balanced writer
such as 11.; N. lanCroft feed writs in the 1880'. that 'We do not know
why the DiegerIndians ortmlifortila were so shebbilr.treated by nature;
Irby, with such fair surioinlings4 they wereileadkito much lower in the
seals if intelligence than'thaiezeighliot14:-:/Portvel, 1968, p. 59) '

---:. . .
.- - . Recent studies 'in, East Africa have ,uncovereci,iscemt dramatic information -

about the aptitude of Bleck *ices children and doe:saint the poss errors of
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assessors who-see color and intelligence as related. However, very little
attention is paid to these studies. which run completely counter to the
"scientific" hypotheses and coucluOlons of such asArr Jensen and
Richard Bernitein. 7319

Extensive work op the physiological development of young children
has been dons by Marcella 4arber InEast Africa, isinly among the'.
laganda, while studying the effectof Mwashiork:r 3n Wants.
Gerber also collected data .on a normal' growth pattern of AfrUest:
children. During-this Unit she hotline warm Of the fact that.
African infants were better developed physically than aeir European
counterparti. Her description of the:Airicaatchild islarepbrased:
'On the first day the African child-is able to hold his head while
in a sitting'position,an8 is, able to focus his gaze. At four montlis
he sits without support asitiaa leia forward and regain-his balance.
He stands-upright on his own at 'eight months -and is-itle.to walk at
tea months. At slave months theEchild.can pick up a small -object
using his thumb and index finger. At fourteen 'barks he can run.'

12

Gerber found-that the African child not only exhibits rapid physical
development but is also able to communicate with others at a younger
age. 18, seems to have greater ability to adapt himself to the objects
around him and use them quicker. At the age of six months thefarican
child is two or threimonths ahead of his European counterpart.-

(Evans, 1968, pp. 29-30)

Other dramatic examples which do not follow the predictions for people of
color and which are based upon assessments of intelligence, which are derived
fro:1k existbmg.standardized IQ tests and biased behavioaal science, are very
interesting. They deserve our closer scrutiny.'

Lorenzo Turner 11969), for example, followed a number of'"expert linguists"
.in the study of the Gullah ctr Geechee dialect whirs is spoken by Afro-Americans
imd,their descendants along the Atlantic coast fros Georgetown, Siiith Carolina,
to-the northern boundary of Florida, on both mainland and-see islands. The main
thrust of scholarly opiniOn,..up to the time of TUrnseststudy,vas that thi

.

Gullah dialect was simply the African's best effort to copy the "bab ?- talk" that
'was wed by White people during the early period of slavery to communicate with .,;,;,70z:

slaves. To illustrate this view, Turner quoted Professor George Krapp of.
'0Columbia University:

-c

Very little of the dialect, howevero'perhips none of it, is derived
from sources other than English. In vocabulary, in syntax and pronunf
elation, practically all of the. forms of Gullah can be, explained on
the basis of English and probably only a little deeper delving would
be. necessary to account for those charetteristicethat still seem
stringe'and mysterious...Generalizations are always dangerous...but
it is reasonably safe to say that not a aingle,detall-of Negro .pro...

nunciation or Negro syntax can be proved-to have any other than an
English origin. (Turner, 1969, 6)

also quoted A. F. Gonzales, editor of many volumes of Gullah folktales,
4111 followei
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SloliOnly and.careless of speech, these Gullahs seiSed upon the
peasant English Lsed.by some-of the early ;settlers and by White
servants of the-mailthier-colonists wrapped their. gues about
it as wellas tl-ey could, and, enriched with certain expressive .

African, words, it- issued through their flat-noses an thick lips_
as so workable a form of speech, that it-was

other slaves and became, in times the accepted Ne o speeth of
t-was adopted bi. -'

the
the lower districts of South Carolina and Georgia

...The-words, are; of course, not_Africaes for the Afr Can brought
over or retained only a few words of his jungle tongwe,-and eves,

..-these few are by no means authenticated',as part of the original
scant baggage: of the Negro slave*. ' .-

13

...Whit became of-this jungle speech, why so few words s ould have
survived, is a mystery. For, even after freedom, a few tive
Africans of the later importation were still-living on th Carolina
Coast, anchthe old family servants often spokes'during a afterthe--
wars df native Africans they had known. For a while they repeated
many tales that cafe by word of mouth from the Dark Contin
they seemed to have picked from the mouths of -their Afric

4
.not a single jungle word for the enrichment of their own s

sue' (Turner, 1969; p
, .

None of,Turner's predecessors ("expert linguists") seemed-to undt rstand the,
siapie_aecessity;tof becoming acquainted with the African language spo en by the
Africans-brought to South Carolina and GeOfita, nor-with-the-
in parts of the New World other than-the Vnited_States. Yet they felt quite com-
petent to write scholitAapaperiabout the Gullah. There are perfect- arallele.
with cross-cultural assessors (psychometrists) today.

.-

Another reason that Turner's predecessors were not able to get tru informa-
tion about Gullah is that,

when talking to strangers, the Gullah Negro is likely to use peech
that is essentially English in vocabulary...My first recor4in s of
the speech of the Gullahs contain fewer-African words by far than
those I_ made when I vita no longer-a stranger to them.

brothers
each.
. 7-8) -

(Turner, 1969,

A striking le of the superficialqnteractions of previous "scholarg" with
the-Gullah Ne oes is that althoughsome of the early investigators believed
Ott, "they ow the GUllaii intimately," not.one observed any African personal
nests among the Gullah: Yet Turner found that:

These miens are so numerous, both on the sea islands and on e main-
land nearby, that it is difficult for one to conceive of an yeiti-
gator not observing them. It is true that in almostall of heir
dealings with White peoplithe Gullahs used, their English es if
they had any. Many,. however, had not -been given an English ame. At
school the children are not allowed to use their African nam because
the teacher, who is usually not a native islander, supposed hat they
are nonsense words and refuses to. record them. If the child has no

29
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Ingliiiksame, the teacher will give him one...If, therefore-a field

'workei does not code in contact with these people in their homes, but
merely consults the class rolls of teachers or other recoide, he will
assume that they have only English names. jp.12), 411'.

.,7777---Approdistili-450-piges of- Gullah .personal nemessre listed in Tdrnees work!
Terms'* striking success in getting at the truth only Underscores the tteditional
amd continuing mIsassessment which occurs in cross - cultural settings. Arrogance
abaft-ones-own expertise in these,settings and-ignorance ofthe experience base.

. -of people who are assessed, is the bails for gross error. '
,

'---

incorrect4- Another example of-Incorreciassesiment based upon a biased viewpoint, was
the early investigators of the Dog= of Mali,. who characterised them as the nest
back race in the raglan and "one ofthe.best exasolee of primitive savagery"
(Grimule, 1965,'p. 1): The investigators apparently was unconsciously imbued

-. --T.irith.abelleft:in their own superiofity AtetAnhibititd their :capacity to conduct
_: coipetent assessments. -.Grieulev,howeSeW.:44able* overcome this ethnocentric

-7 ,7thlsei--to4aln-the....confidenhelleldirs and to obtain hard,dats'based
-'- .:Jupon-listenin before-he.reacked an' opinion. ThAlderseuthorised Ogotemmli,

-a-wise o man,Sarstrairhditer who had been blinded to an accident, to instruct
Grieulein...0*DOgon,bellet-s test. Griaule was amesed.when: ,t%

,
7. '.....,

In a series of unforgettable versitions on thirty-three successive
days, he laid bare the framewor cliorld syiten,the knowledge of
which will revolutionise all accepted s about mentality of
Africans and of primitive, people in genera . (Griaule 1965 p 2), . V. ! 41 e

In the prefaceto his book, the results-of Grieule's pat observations
described as follows:

The Africans: with whom we have worked' in' the relon-orthe

Upper Niger, havesystems of signs which run into thousands, their
own systems of astronomy and cylindriciiiessuiements, methods of
,.cilculition and an extensive-anatomical ,and physiological knowledge,
as well as a systematic pharnicopoeialhe principles underlying their
social organization find expression in clissifications whichembrace
many manifestations of-nature,_ and these fogs a system in which; to
take examples, plants, insects, textiles, genes epd rites are dis-
triGeed categories that can be further divided, numerically expressed,
and related to one another. It is on these same principles that the
political and religious authority of the chiefs, the family 'system
and judicial rights reflected notable in kinship and marriages, have
been established. Indeed, all the activities of the daily lives of
individuals are ultimately based upon them. (Griaule,,1965, 14 XV)

The following are examples of the sameihing.here in the United States. How
easy it'seems to be to:foiget what was once known.

Cherokee education, past and present is ones of the most remarkable
examples of adaptation and accomplishment by.any Indian tribe in the
United States. Their record provides evidence of the, kind. of results
which ensue when Indians truly have the power of self-determination: ..

A constitution which provided for court representations jury trial, and
a right to vote,for all those over 18; a system of taxation which

30
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. supported such services as education and road construction; an educe-
.. tional system which produced a Cherokee population ninety percent liter-

ate in its native language and used bilingual materirls to such an extent
that Oklahoma Cherokees had a higher literacy rate than the White popula-
tion of either Texai or Arkansas; a system. of higher education which was

. . ,
togetheroOith the Choctaw nation and had more than 200 schools and

f-----7.,--------academiesT-and_sent numerous graduates to Eastern colleges; the publica-
tion of a widely-read bilingual newspaperthat was in the 1800's before, --,-
the Federal GoVernment took contedI of-the-Cherokeeal-affsi

, . . . ' . 1
,.. The record of Cherokees today is proof of the tragic results of sixty

yeirs of White control over their affairs: Ninety percent of the_
Cherokee families of Adair County, Oklahoma are on welfare; ninety
percent of the Choctaw Indian population #1,1cCurtain CoUntyvOklahoma i

live below the poverty line; forty percent of adult Cherokees arefune-
tionally-illiterate; and the Cherokee:dropout rate in public schools is
as' high as seventy-five percent.. - (United States Senate, 1968)

,,

I

Recent discoveries (Ainsworth, 1973), (Bayley, 1965), (Cole, 1974),
1973), (Labov, 1970), (Levi-Strauss, 1966), (Senna, 1973), (Whorf, 1956) regarding '
the complexities of thinking and culture among peoples previously thought ,to be
backward have revealed that the backwardness most often has rested with the imes-
ttgators who described them.as-backward rather than with the subjects of the inves-
tigation. That competent cross-cultural studies are complex and difficult_has been
documented by many anthropologists. This cultural encapsulation and biai of
scholars is a major impediment to the recognition of truth. A superficial approachq
to cross-cultural resetrch,is a sure guarantee that the truth will not be discovered.

Herskovitz (1966),illustrated the error of unsophisticated and superficial
assessment in relation to Afro-Americans in America. Thirty years earlier, when
he Was first attraCted.to studying them, he found. that:
z

...Such hypotheses as had been developed concerning the nature aud
functioning of New World Negro societies were based on assumptions
that denied any Significant role to one of the historically involved
components, the African...These biases, however, when made explicit,
tamed out to bt no more than a series of myths, albeit myths which.
made_up'a system which functioned significantly.to validate a sub-!
stantial.segment of thought concerned with the nature of racial and
cultural differenctimIt is not necessary here. to'repett :OS proofs
that destroy the arguments of those Who, *Cholera of repute, not only
Accepted them .b4 also gave these myths the supp' of seeaing1
tenable documentation from analyses that werecouche etermir

-nology of science; As with any system of this kind, the argUmenia
collapsed when put to the test of fact... (P.. 125)

Intelligent *cholera should recognize immediately_ the gaping limitations of
all culturally constructed perspectives and tools, particularly IQ tests, and
Culturally unsophisticated observers.

4
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-:Thereal pity in'eur thinking about "aptitude" is that we, seem.centin-
.-nonsly to ignore successful learning under optimum instructional conditions.r

as-a scarce for validation of predictions. For. example,,our educational
psychologists have "shown almost no:inerest in one of the most :dramatic demon-
strations of. minority ability,to date. Project SEED has been carried out With

____phenomenal_successin the United4tates and in foreign countries since 1970.

.Everywhere, the story. is the we about Project SEED. .-Fifth and sixth
cede students, within a very abort period of time, excitedly perform:cot:plea

such.as the_multiplication of large numbers in "their
-heads, working 1ogarithms'and doing exponentiation.. "Host often, theie et*Ohts .

are frump:Tarty areas._ They make up the population that has been described as
"unable to learn." Many are seen as "educationally handicapped" aid, it has been
suggested, incapable of Mevel twp reasoning.-" But,(coinitive levelflike the
bumblebee. who, contrary -6-the laws of aerodynamics, is able-to'fly, these Child-
ren!, fortunately, arena:IVA:re that they cannot "fly," and they have a,multiethnic
groan of teachers.who'gre.elso unaware that they cannot "fly." These teachers .do
not"cop-out" by claiming "nutritional deficits," "celturallifference" "culture
qi pdvirtic" "single-parent families," "low aptitude," "bilingualism," cli"smotional
lundicaOs" as professional excuses. They consistently produce. these extraordinary
results-.

In.an.avaluation by the Northnest Regional Laboraiory,yroject SEED was shown
'to' be superior to the regular program in producing arithmetic gains; but the
remarkable part of ,this evaluation is that the atithOstic gains were, simply a by-
product of the SEED program'whichconcentrates on advOced mathematics. On
May 9, 1968, Dr. George E. Beans, Professor Geophysici at the University Of
California, San Diego, wrote to the San Diego Boarkof Education as follows: .

On May 8 at the University of California,, San Diego, I attended
Mr. W. F.-Johntz' demonstration of the techniques he used to teach
algebra to second and fifth. grade etudentsin his_program of Special
Elementary Education for the Disadvantaged 'SEED'. He simply taught4 fifth grade clasakfrom Logan Elementary' School for fifty knutes.
To say. that I was impressed with the results is an understatement.
Children with obvious language problems responded-correctly-and
enthusiastically and asked very shrewd, insightful questions. Today
I visited the Logah-Elementary,School and saw a second class, fourth
grade, do equally well-iith equal enthusiasm in their ra,ular classroom.

...Mr.'Johitt has andoubtedly.described,to You his success in Berkeey
where he says his mathematics program has led children to greatly
improve their performance, in otherlubjects. My only information 4 Out
these "side effects" coma- from Ai: Johntz, but my direct obsery on
indicated clearly that the children do:grasp concepts whicfis

that
my

undergraduate. athematics'students at M:I.T. were vague about and that
the children -show a genuine intellectual curiosity which I would be .

glad to see more' widespread among our graduate itudentat the i

University of Californik_at San Diego.

It would seem that when children learn so diamatically, and when this is not
Predicted by the results of standardized assessment processes or tests for intelli-
,gence, that the faulty processes, faulty tests, and the faulty assessors themselves
would become the object of severest scrutiny. But, interestingly enough, the
general reception of Project SEED by 'our profession has been to ignore it:
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It is not always clear to users, decision makers, and the public iwgeneral,
that in the history of assessment we find that standardized tests have been employed
more often for political and economic reasons than for psychological reasons. All
rbirlit necessary to demonstrate this fact is to review the origin of the dmeam,d for._

peychologliel.mad edicational assessment. For example: r'

Alfred Billet, an experimental psychologist, was also In activist against
r the 'unexamined pedagogy of his time. In 1899 he joined with_tealbers and-
--=--others in forming a free society for the psychological study of children's-

Binettsiroup studied eduiational problems arising from the con ulso
school-ittendtfletElew of-1881-which-kept-a117-children in-sahoo One
knn thode unable to respond to the- standard curriculum and those from.
Iowa; class backgrounds.

. He advocated `special classes for those unable-
to profit from the regular. curriculum, and In 1904 was commissioned with. !

Theodore- Simon to select children.who would prove educable under ,special
conditions. The large number of children *Ito failed and who were over
age for their grade provided one natural criterionalaisure for the devel-
opuent,of the age scale-in the Binet-Sinont test.

The Binet tests were originally validated by showing that their scores'
differentiated children'who did well in school from those who did poorly.
Many of the latter. were working and lower class children who.were forced

, into the'schools by compulsory attendance 'laws. (Levine, p. 230 -

[ Italics Mine]

In a very real sense one can follo4 the history of social issues in American educa-
tion by following the history of standardized testing. For example, Levine points
out...further that the grade level organization of school did not always exist in
America. The grade system was developed in response to the problens of educating
a growing population. In this climate standardized tests were welcomed. SchooL
superintendent William Barris is.credited-with developing the modern grading system
which is organised by years and quarter years of work, withpupils moving through
on the basis of,regular examinations. According to Levine, Barrie system was
formally endorsed by the National Educational Association's Department of School
Superintendents at its annual meeting in 1874. At about that time compulsory, school
attendance laws were passed in many states (Levine, 1976, p. 231) According to
Levine, at the turn of'the century between 20 and 50.percent of the public school's.
children were two or more years behind grade placement. Students had to move
through the eystemHin sroups, at the same tine. A promotion system which required
an examination procedure emerged. The age-grade system had other effects as well.

Cahoon presents evi4ence that up to.the early 1800's the educational
literature emphasized the piObiem of poor teaching. It was only after

4. the emergence of the age-grade system that the concept of a learning
disability appeared. Teachers could think of children progressing at
indiiidual paces before the emergence of formai.age norms. After an
external step standard was established, children who did not meet it
were viewed as having a learning disability. Moreover, if the teacher
was evaluated by the number of children who met the standard, slow
learners became threats to the teacher and needed tebe removed from
the normal setting. Special classes adapted to solve these problems
soon led to stigmatization of children.

lS
33



.

.- .

Practice of retention in grade was a consequence Oft:Wage gr ng
system, but research dating to 1911 showed that with its implications
of personal failure and d4sgrace, it was not.helpful and was probably
'harmful. (Levine, 1976, p. 231)

. Or
-- .

.

Levinedocuments the continuing interest of policy makers in examinations. He'
indicated that in a quarter of'weentury before 1900 and for twenty years after
1900,' schools and many communities were at the .center of class and politicarcow..2_

:-flits._ The native -born Protestant, both middle and upper diesel, failed in their
arempte_to eliminate corruption and to take politics out of tim school Their
elopements were the-big city bosses Ohere constituencies were, according,to Levine,"Irish endItalian- Eastern European Jewish lower -class-illigrantsv----;-,-
who had flooded the cities." The chief issue at stake was the control of the st.-..

inireaslikly larger budgets for 'elitist and huildings,'and the appointments of.,
teachers, principals, and administrators.., .

18

During this time, tests'of "intelligence" or "IQ" and "achievement" were also
:.bating" utilised throughout the World. An examination' of the evolution of-thole'
practices, is instructive.- lfer'Sxmaplet

Interest in testing in Engliiid arose in a similar cliaite of-political
conflict. At the'time that formal tests were adopted (ebout 924),
there was a substantial minassidisiondageliools
Meuse there were insufficient laces or. scholarshi so Despite the
labor party policy of seed ary education for 'all, the under eV&
of. laces in school led to selection rather than to immediate e an-
sion, in e see.ary ac .0 s.. Levine, It ics

. .

Thle_interest in testing grew in EnglandtherefOre, at the time when there was a
serious political voblft in the provision of education for all. In the history_
of education', the widespread development of highly.specialized "remedial" school
programs, ran remarkably parallel to the development of population pressures on
the sehOol.ind to efforts at school 'Integration. For example, it, would be impor-
tent to explore the relationship between the growth of.speciel education and
standardized tatting as school practice and the 'implementation of the,1954
Suprele Court decision outlawing,school segregation. A similar question might be
asked regarding any likely connection between itipped up activity In _sehool-inte----
'ration through bOsing and the, emergence of the notion-of "learning disabilities."
(Schragg and DivOky, 1975) It is c (rteinly clear from visits. to school; in most
lirge urbgn areas that minors populations have been represented. disproportion-
ately to their _numbers in the population in "lower tracks" and:in special
elegies for'the ''learning disabled" or "mentally retarded.". The real clincher in
the argument about the,iest as a non- pedagogical device educe when we look'4* the
fact thatpreessional literature is silent concerning the'lackofpositive gains
thii accrue from the application of massive standardized' testing to "learning dis-
abled" populations. There is no evidence to indicate that students get better at
a couselliince of "diagnoses and prescriptions" from the vast majority of standard-
ised testing which is colidUcted. It is critical that if assessment in education
is used'o'the first priority must be the improvement of instruction, and not, the
rationalization of.the lack of instruction.

_ It can never be overlooked that the standardized testing of "aptifde" was
born in :,the womb of a period-where the oppression of minorities was. legitimated.
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sional practice of education, psychology and the other behavioral 'Aeneas as-well.
.(Thomas and Sillen, 1972) Leon Kamin, Chairman of the Department oi Psychology at
;Ptinceton University has written:.

The IQ test in America, and the way we think about it, been
fostered by mea committed to a particular social view.. net view
includes the belief that those on the bottom are genetically inferior
victims of their own iniutihle defects. The consequence has been-
that the IQ test has served as an instrument of,oppressio4 against
the poor.--dressed in the trappings of science, rather thso politics.

(Kanin, 1974)

In spite-of this beginningethe assessment "baby" must not be thrown out with
--the bath. It ii very important that the process of assessment be developed so that

we hive the fullest possible undetstanding of. student behavior and how the
'action of school'expirience and student behavior affect eadh'other. This means
that assessment must be more than testing. It does not mean'that standardised
tests suit be eliminated. But, it does mean that standardited tests must be built

-so that real differences are not obliterated and real similarities axe net .

Overlooked. The, standardized test owes its greatest debt to the real world; not
to the maintenance of or conformity to the rules of Standardized tests or to
support foi the preferences of the designer's of experiments. .

f.
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CHAPTER-III

Fundamental Considerations for Cross Cultural Assessment

f,

.

inflienus attention to cross-cultural assessment attempts will reveal
..examtlit_how ampler and difficult this prodess is. fp addition to many histor-Jal blunders as cited dies:1kt the results for a-given-Cultural-group-Change-as

'

their environmental conditions For example; Ryan (1971) points out 'that
;horsier...tales in which the performance of children fails to follow ;the theoret-
ical carve. He cites a study which was done in Harlem and Roxbgry, Now York. ,;,A

the setUnd,.thirdand fourth grades, there were no significant differences fowl
between', these called."culturally deprived" children and others. A.study in '

beton,lbowed that the sO,called "culturally4eprived" children in the second
grade-aetually reed slightly bettor than the "middle class" children, although the
differences-were not statistically significant., Later in Bostion, however, in the

.fifth aid sixth grades, the expectations began to come true and the "culturally-
deprived" children Wilma to fall behind and by the eighth grads the differences
wetielarge and clear cut. By then as Ryan says, "The performance of the children
bas finally been isde_to fit the theory," Then Ryan points out the parader in the
whole situation. ',In the early grades when, presumably, the effect of the home
,background and the "cultural deprivation" or "advantage" are graitgati little or

-so differences in reading performance between children in two different kinds of
ichOoli appear. ROwevervfour oi five years later when the influence of the school.-
:has had a chance to take effect the "culturally-deprived" child shows, his expected
reading deficits. Under such circumstances: is it the hone or the school that
causes.the problan?

0

f.;)

--- _

It is verT interesting that European and American scholars have- experienced -

so ankh interest in recent world history in the "Unite ability" of both "primi-
tive" people and so called "disadvantaged ,people." Intense interest has been die=
played especially in areas where, colonization has been in effect. For example,
in the earl 1900's Evans assiotie in South Africa in an attempt to,
4etiraine the educational "potential" of Africans. In 1915 and 1916 C. T. Loran
gave a series of mental tests to Africans, Asians, and Europeans in South Africa.

--Be found. that the African was "remarkably inferior" to both the Asian and the
European:=- While the Africans s red lower than the Asians, he ruled out language

eRic
as having -any significant'effects\ewin vier the fact that,English was the second
language for hoth the Asian and Afr Ain. Loran felt thatthe-"inferiority" could.
be repaired by the utilization of "selective breeding." By this means the educe-
tional potential of the African could be teised. South Africa is e colonial
country that hes a stake in the mainte e of White minority rule. Such rule has
-been justified there, in part, on the bard of an alleged "inferiority" of the
African,

, .

Even while there have been major and conti ing abuses in the area of cross-
cultural assessment, many investigators have psi attention to the confusing
reinits which ire obtained when attempting to appl instruments for.the assessment
of aptitude, which were designed in one culture to plc from another culture,
For example, Bernard Notcutt (Evans, 1970) noted-that hen he Ministered the
Raven's Progressive-Matrices Teit to Zulus, the statistical distributions for



Zulus and Europeans were quite different. The distribution fort the Zulu was
positively skewed while for the European, it was negatively skewed; thus it
was--not7poisible_statistically,-using normal. assumptionssto caipare the scores :-

obtained across groups. Also in (Evans, 1970) Scott in -the Sudan is,
reported to hive attempted to test Africads Vitt': a foreign verbal test, and
found that the translations were invalid and unreliable, itiferetapon. he devised
his own test which he based upon two principles. the itmalt smell should
be wholly suited to the child's environment*, and se t the oreseataaon of-
these it lust suit the enviroement--in other wor the child suet sip and,
what he is-asked,to do. Other investigators such as Di 1970)
found that the. cultural characteristics of the Zulu had to be taken into Considera-
tion as tests are devised.. For examples Zulus were tound not to be time conscious
and did not work for speed, yet the results of many; tests are partially interpreted
on the basis of how long the subject took to complete it. Also, the Zulus-seem to
answer' quations only. when they Ere

subject_
they know" the answers rather than be will-

lag to slake a guess. ..

Some interesting concrete, examples of how test queitions- take on:meining,
unique and specific to a given culture are cited in (Evans, 1970). In a shady of
the effective language on color peiception Verona Harris noted tfat the word "red"
in the Zulu language is used to denote all colors, dark brown through yellow. -

Then- she asked the question, "does this indicate that Zulus are deficient in color
discrimination?" To test her hypothesinshe used rural and urban Zulus and matched
them with Whites. She shoved both gut:pacolor cards and asked them to identify
the colors. Although the Zulus initial* called all cards "red," when questioned
further they were able to discriminate the colors by associating the color with
something in the environment that they knew, fTi example, "This is the color.of my
father's hut, or this is the color of my uncle's largest cov." It is important to ,
note that the Zulus could make these distinctions although there were no words
present in the -Zulu's lainguage fa' those colors. In fact, "lu children showed.
a finer discrimination ability from brown to yellow 'and black to white then the
groups of white children. The blue-green series was discriminated equally well byfboth groups." Based upon these findings Harris c cluded that the classification
of color is made according to cultural demand and at these classifications are
accurate as long as they relate to cultural needs.

There is much e to be done according to Marie Knape:: (Evsns,..1970).. No
psychologist has yet i stigated the claim which her African colleagued and nu-.
dents often make regarding he, perception of markings on domestic animals, birds,
-leaves, plants and so forth chat. occur in very fine detail :at a very early age.
Xnapan also mentions a dance which she infersrequires the highest level of cogni
tive. skill. The principal uthor has also played (pborly),. Id witnessed this dance
many timed. Xnapan duce A it as follows: Northern Algerian girls and girls in !-
Ghana who play the game which the dance steps of .the leader at the center of a
ring of.girls are stud -by those on the outside in an attempt to match, them. It.
becomes 'clear that i the leader has only tekvariationes she has factorial ten
permutations of st s in:which- the player on the outside ring east perceive, c

learn and then pr ict. To the Western eyes unaided by a high speed camera, this
task is all but ssible. Yet the game is played by African girls of all ages.
Xnapan also pb is out that assessment-of the whole :,rem of affect may very well
be slighted b attempting to use a language of one celture in order to sake
assessments another. Therefore, ;caparison will be limited to a restricted -

,

domain of cognitive" behavior. One can only speculate about whit- haPpenswhen
v /
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oophistiiited factorial or,scaliirtechniques are,applied to domains that are
restricturforone-Oopulution,but which be global for another.

22

Scholars.who do cross - cultural assessment frequently appear to skip hur-,_

-Madly past the fundamental question- of whether a given construct can be thought
--Orhavint'universal applicability. For example, western piychological constructs
ifa,intelligence may haw no meaningful definition in another society, especially
since these:constructs most Often are products of the western mild and not of
oheirved'behavior. Occasleamlly-invsetigators sera not to dial with the mat
'involved at all, and deal primarily with constructs and second 4anCinformation
about people. Idowu (1975) takes Sigsund=-Er histask for hicrosSactitUral
,aasessient; or rather cross - cultural speculationsein To Ta oo. Idowu
*flats out that Freud drew the most heavily upon the monastic yams" of
Friser's Oolden1E2Igh and on Robertson's Myth; Relicimikof the Semites which were
principal mmoniTailarce books. Idowu than asks, 'Rol what.or who dhas been
psychoanalysedT-a.theori, no doubt, since Freud and "primitive"4men had never met,
and-no "primitive...man had ever entered his clinic." (pp. 38-39)_

' One of the major problems. in cross-cultural assessment in gepsral, partic-
ularly in the cross-cultural-assessment of."Intelligence," is a fact,reported in
study'after study in the literature; and that is the variation'among subjects in
motivation interest or willig s to participate freely studies.
or pxaup e,- Evans 1970T reports that one of the greatest difticulifea-yhen
interviewing Africans is e inability" of many of them to report their own
impressionse-feelings-end even actions-. They may be willing to provide informa-
tion but simply be unable to express themselves thrOuili lack of practice in situa-
tioes Uhich Testable interviews. It may even be.that feelings and impressions tre
thought to be reportable verbally in any praciee sense only ina Western, wordr
depeedent minute. 'In,ftst, it is anything but clear that "word-therapy" in
Western culture is as productive in giving insight about feelings as might appear
to the case. Bastide (1971) reports that the Maroons of Jessica are more sem-_
tivesind retiring with a tendency to -conceal their social customs from the curiosity
of ethnographers. They are descended from the Afriians who revolted at the time of
tbe_island alcupation by the English in 1739. "They marry only. hemselves...and

-rinse to receive visitors. unless the letterer. acco6panie&by their own people."
Clearly, the willing participation of all subjects cannot be assumed in any Laves-

.

tigation of human baba-dor.

Johi'Molt (1969) points out that even under the best of circumstances, With
close congruence between the culture oUthe assessor and the person being assessed,
there is still a major communication problem between the assessor and the person
being assessed. .4

Thus, evil if we all, including little children, knew our own thoughts
the testing situation would.have.two grave defects irremediably built
into it. -The first stems from the limitation of language. The tester
can navervevan if he wants toe'ind he may not always want to, fully
express in the words of his question, what it is he wants to find out
while the &usurer cannot wholly express his answers, or what he wants
to reply. The second defect ariseejrom the fact that in almost any-
questioning situation, there is an element of-judgmint and hence, of
threat, which must influence the thoughts and words of the two parties.
-?he questioner. depending upoi whaihe wants, cannot help to some

rT8
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degree pushing the responder either' towards Or away frbm the,corrict
answer. The reepopier in turn. rennet, help yonder- whet- the tester .vents
and again, depending on the stuation, deciding whether or not toss
it to-hiii. mere is no escape from this, if soneoMe,asira as a.,ouSstiett...
ono of the, first'thoughte of this that must pop inttr.ny heed is; !Why
is hasking tiie this?' Nhat I do:frost then on may depend .7,aerrheavily_.
upott what .I _think he is after. (Pelt, 1969. p. 67)

- 4

Now ,meny errors iti as;itssitent have-been node simply because of the failure` to
take into sootiest the condition John Solt describes *hove,

Even more fundameniel`thatiany of those things above is the need-to develogi
mach mote sOphistication:In dross- cultural assessment in the particular awe .

where there is a history of oppression betvieit two,groups Buell as that bOtween -

mainstream Nero-Anaricati and Afro-Aitericen groups. Under such circumstances, the
_assessor from the-dosdiant group becomes even-sore of a 'major variablerin the --
assosament process. Perhaps no one has illustrated this better than.Yrents Fame
His analieis' is astute:

. . 0

The colonized perceives. the doctor, the eneineer, the sthool teachet,
4 the policeman, the rural constable, through the haze of an almost .

organic' confusion. The compulsory isit by tbe_doctor to the doagar
(clinii)---is_preceded.by the assembling of the population through
agency of the pdlice_authorities. The doctor "who arrives in this
atmotPhers of general constraint is never a native doctor, but always
a doctor belonging-to the dominant sty and. very often, to the army.

...In anon- colonial society the attitude of a sick menrin the presitnce
of a medical practitioner is one of confidence. The patient trusts the
doctor; he puts himself in his hands, he yields himself to him, he
accepts the fact that pain nay be awakened or exacerbated-by thi-physi-

'clan, for the patient realizes that the-intensifying of suffering in:.
the course, of examination may pave the way to peace in his body. :At, do
time in "a non-calonialkZociety does the patient mistrust

,
his' thictor.

The colonized person who goes to se* the doctor is. always diffident, be
always answers in monosyllables, gives little in the way of explanation,

soon arouses the doctor's. impatience. This attitude is not to be
cusedwith the kind ,of *inhibiting fear that patients usually-fea inthe doctor's presence. We often. hear said that a certain 4pctor has' a
good bedside limner, that he-puts his patienbrat,,ease, but it so bap-
pens in the colonial situation the personal.ipproadh, the ability to beone `s self, of establishing nnemaintaining a 'contact,'- ire-not observ-able; The col,oniaksituation standardizes relations for it dicbotoilises
the colonist society in -a marked. way. (Pawn, 1963,_pp. 121-126)

* . 4. .-
'anon, an astute and skilled °beerier, has also turned his attention to the

"helping professional." "A White man addressing a,Negro behaves exactly like an
adult with a child- and starts smirking, lihispering, patronizing, cozening. It
is not one White man ,I have watched, but hundreds." (Parson, 1967,3). 31). -

4'

Another interesting source of data gives us strong evidence to demonstrate .
perceptual-distortion which characterized obseriers during the colonial
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and slavery period. This-was the general society of which the behavioral scientist
was, an integral part. ,.:-.- --

, - -

Torover half a century it (The Minstrel Show) remained the most
pciAlar.entertainment form inthekcentury. .., ........ .

With its bagel.' of depose shaped by white expectations and desires
and not by black realities, Minstrelsy and its latter-dayisuccessors,
like lAma.e1Wmme and /Mos and Andy,' deeply embedded- caricatures.
of Blacki into American popular culture. (Toll, 1974, Preface)

.
. !-[Italics Mine]

4 -. t

No batter example could be given of misassessment than the pormesting impact
of minstrelsyain our polarised society. Significantly, the apparent need for
ainstrelsy has never been studied in anyiystematic way. Yet it is abut that`
for many Whites, even in 1976, the minority person that is "seen" is a fabrication.
"J. of Goodtimes, FlipWilsont The Jefferson, and
Fred S:nfordWWily thecreations that would come from a fres choice of
Afro Americans for prime time television. The material which they do is not bogged
for by "the Ghetto." There is another interesting example. .A personallnscrip- -1!" '
Lion in a book 'titled Enos Africanus about an old faithful slave was found in an
old book by the authotrgirairgastore, It is very revealing. It illustrates
who Such material serves most.'

P
, *

.

'To Phil . As a little memento of Rotary meetings in
LosAneeles on March '26th...My thanks to You--

1=5:

-1.-,This little story is a favorite of nine- -story of the old, old FOuth
. -that is no-more--You, too,41.11 like old Enos for.his love, loyalty
. and. devotion toAist"folks."

Many*thanksto you with best wishes -from Bryan -01
0

1

The point of.these observations and, quotations ikthat a generalpredil sition
tevide minorities in a particular way.has been a part of the society or many
Americans-since its inceptiOi.*Ife have)alreedy shown thit this general malaise
'has also infected scholarly activity, and that scholarly activity is not'indipen.-
dent of the society in'which scholarship is developed. Some investigators or
assessors have been able to overcone these limiting. conditions. However; the
condition is too widespread -to be ignored in behavioral research on assessment..

. In spite .of the fact that oppression has been aaajor force in fact, in
= are of the world where activity in the assessment of the intelg-

*webs' beenifoun4 one looks in vain in the professional literature for any
*tempt to iffeat'..,the."colonizer" and the "cofonfzed" and the interaction of
',their respective behavioral dynamics, while considering the aetaTa."-aoss,
culturtlassessment of "intelligence." The failure to do this constitutes
gross error for the behavioral scientistAm Because of this failure, frequent
errors are actually built into the process of assessment as indicated by the
examples cited of the attempt to assess the linguistic behavior of the Gullet*
and the intelligence of the Dogon of Mali. The continuing behavioral
scientists to-see conditions of oppression which may exist overtly or subtly between
people, is a major factor in the continuing gross misassesement of people of color.
As an example, Pettigrew (1964) point. out a basic Similarity between the
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10nhevior'0,,oppressw(Jeirs in Germany and oppressed Afro-Americans.

i

o-N N

profOund personality change created by the Nazis and independently
reperted, by a number of psychologists and psychietrists who survived,
was toward childishness and total a;cceptince of the M. guards as
father figuresa syndrome' strikingly ginner to the 'Ningbo' character -*-of the- southern slave. Niieteenth century) racists., readily bellowed
that the %limbo'. personalit was an inborn racial =type. -Yet no

African -anthropological data ever showed any porsoulity.type reser
bling -and the concentration camp molded -the equivalent person=
silty pattern in k wide variety of Causal= prisoners, nor was "Sambir
merely i'product of ''slavery : dui abstract; for the less de*astating
Latin American slavi System never develOped -suCh i type.. (pp. 13'l4)'

4-."4.
.Oise thing that is important to note- about PAttigraiw!s =ample is that beige's-.iota scientists who studied this phenomenon' were themselves. en 'integral..part-'of

the system.. Even when the system was -.functioning in. its most appigtase forme' s*
as' to produce truly bizarre op'presloi behavior, the behavioral scientists wereis tO re= se such behavior 'as =natural and the effects of that beisavtovon
assessment terac I they recognise this factor,. little has come toin the literature to illuitrite this point. Of 'equal importinice is the fact that

4,a- portrait' is missing. This AlOitriat *as. drain. by Albert Ms* (1965). The pot-,trait is: -that of "colonizer" or the person who willingly or unwittingly benifits.
fiou-the oppressive systen. While this beneftciary was not mentioned by Pettigrew;
(above), -that person exhibits_ behavior which is aqually.systematic under -conditionsof, =icings oppression. That ;is. to. say, the ,S.S; guard could never be a "natural"
finite.; Nor could the 'southern slay owner behave in' X "natural" way. This con-
dititon affects what-the observer will "see"'wheit they assess each other. -

,Even though the gross expression of.oPpressivis Wits= may no longer be evi-
dent, ,at. the sane time powerful reigidualii remain even in 1976. One need only be
reminded that the lagal 'remedy for a broadly' hilted aggregation in the United States
by the Supreme Court is only _a sera .quarte,r a*dentxtry old. The, moral raggedy ,hasyet to be foiled. ,Yet, =Where in cross-cultural,issesignent do we have a way
of taking into account systematically the effects on the behavior of those psych-
ometrist assessors- who are a part of,,,an ethnic' group which benefits most from a
'given system, compared to ,those who benefit least fron a given system as theis
behavioreffect, the relate of research_ and assessment. While it is clear that
the,:pksibleals extremely difficult to solvel.at thi.samirtise interpretations of
"findings" and cross=iultural research, therefore,-Can be made only with the most
entre= Caution, and not' with the reckless abandon; which still is'A major part of .
standardised ingsessigint.

- ...,. . -....

..- The Social scientietzmust be' cincerned with the question of objectivity in
, cross - cultural assessments. (Nirdal, 1969). 'However, this Concern mist be more,-

this the simplistic rota recitation of a standard litany about objectivity. It
is not enough sis#ply to note that "all obserVers are biased." Systematic atten-
tion to the .problesenst be gilien as an istivii part of the assessment process.

= .- .-,,,,

,, this- pd sit it is necessary to illuitrate more precisely the reason whyt tic attention most be paid to the assessor's behavior and therefore, to the" iaf 'of the'essessor'on the assessment sttniCtion.-:-Since there tends to be a,,
degree homogeneity ahihegamon teachers, one might assume that among asubset of



teacheri "are those who are involved in the assessment of children;- likewise among
.

weakest of psycholOgists or psychometrists similarly involved that even more homo-
isneitivould be seen. At least wehave examples from studies of teaching which
skow,tbat personal factors interact strongly with professional practice. Brenton
(1972) found the following to be charecteristii of the teachers he studied. We
must keep assessors in mind as we consider the following information about
teaehers:

The teacher's principal leisure time activities are again, like his
non-teeching,counterparts, apt to be sedentary. Favorite pastimes
are watching tele;:ision, visiting people, reading, writingoorres-
pondence, attending religious services, dining out, going to parties,
listening to, records (semi-classical, musical' comedy, folk) And, going

. to the movies (historical films,are best liked, but,only about one-
fourth of the teachers attend the movie theaterad often as once or
twicea.month.

,

Few teachers like to do'more active things like ining"out for teaching.
sports, acting in dramatic groups, playing musical instruments, tinker-

. ing with their cars, sketchftg or painting. Favorite sports are
ball, basketball; and baseball in that order, but only's, spectators...
Teachers chose activities requiring-ominimal use'of physical'energy;

'.teachers chose activities that made few mental demands; teachers aim
for escape from work -a-day 101,,a life so such more deuandine and,,coe,
plicated. The net result for-teachers, say London and Larson 'is a
somewhat listlesstcolorliss, and subdued existence.' (p. 119)

Norma Feshbach (1971) fauna that while flexibility and independence are least valued
by student-teachers, they'are even less acceptable when displayed by girls. 'Con- ,

virsely, rigidity and dependence' are more highly valued in girls than in boys.
Feshbach also fund that empirical data and sociological analyses bearing upon

- teacher peraoneliry suggest that teachers as a, group tend-to be-more conforuing,
restrained, controlled, cautious, and.acquiescenethan non-teachers. Once again,
_Feshbach fonAd that the data provides strong support for the primary hypothesis
of her atudy,"prospective teachers rate more favorably students exhibiting.behairior
associated with control, caution, and,cohformity.":,(p. 78) One other bit of infor--
nation about teacheraraises questions that night require consideration today,
ispeciallr;of assessorsofho work with older students. Brenton (1972) found the

-'-' following:.
' r

. a

;' _- At two year intervals from 1928 tod1932, two educational researchers
cal:ducted in'exhaustive study of over 45,000.48h-school and college
'students in4ennsylvinia. Their findings were startlihg. They learned
that among college students:, education majors ranked at the bottom

-echolasticallyin comparison with 'students in othef ories. The
median-IQ- scores for 26,000 high school student selected at random,

,.,

was higher than the median for education students and those-reedy to
receive degrees at several teacher colleges.'Moreover, in
comparing college seniors in education with unselected high schook . ,

seniors; the two researchers found that many of the high school seniors
had actually made better grades lathe very subjects the education
majors were- getting ready to teach:- ,

. . ,

_.
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In 1965, a USOE study of graduate students' yndergraduate
sholed_that only businsei and commerce majors did worse,
a lower" percentage of A's and 10.'s and aligher.pirceSitag
DOs than educitihn majors. In 1952 education majors r
of sixteen professional categories on the Graduate Record
In 1963-64 they ranked lomat again. In 1968, they r
once more. (p, 120)

There haft been many more studies over the _years which deal wi
'grenade behavior and preferences. It is not the'point of this stud
'fullyoracenrately a, "profile of teachers." The main point here i
that smug teachers (or assessors) highly potent dynamics are (*era
the teacher or psychologist therefore heft'ss a major variable in
proem. (tress, 1973) We do-uot know enough at this time to know
the dynamic.* are, what impact these dynamics will have ihildr
how tbess-forces,will effedt easement. However, there. is evidence to indicate
that the impact is stroigand, consequently will require systenati 'attention, For

reader of her
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example, in a furthedescription by Feshbach (1971) she reminds
finding that student teachers "prefer pupils vhose- behavior reflec
conformity...and orderliness and deeeedencee paaaivity and ac uiesc
pupils whose begirrillirsdicative of flexibility, non-con ormitv
or independence, activityend assertiveness.. (p.582) Yete.these
/sties are said to describe "gifted cliilrin." (Hilliard,. 1976),
What evidence do we have about thi.impect which suchibehavior most
teachers or school.psychologisteteich or assess students.- Per-
(1969), also presents a detailed description of the lay whiCh t
of a parent (analogous to teacher or assessor) affec s-the practid
Under the heading of aspirational aspects '(of punishment) Anthony
son*l_deficits may affect, the parents' punishing behavior.

'Ihe father has failed as,a *a and-feeling eiaciated,and impoteat:
'I have failed in accomplishing anything in my life and now I am .

going to make aurp that.I fulfill my arbition through you. I failed
Dace -_but I will not fs3_I i second time 8,1 ah'goiag to make certain
thayou get somewhere I failed to reach.. I shall then at least be
able to ea youi successesAs if they were my Own. 'I don't want-
to beat you and it hurts me.to do it because20 more than emphasises
my impotence=- hitting kids is not a man's job but their* to hit you,
because I cannot risk.beinga total flop.'

- 2.

Still other authors, Nordstrom, Friedenberg and Gold (1967) illustrate how diffi-
cult situations in the life of a teacher may have a direct bearing upon the
teacher's behavior in interactions, with students in the classroom. A flavor of
the Interaction.tgol Nordstrom, Friedemberg,and Gold's study can be gained from
the following:

Now-let us return again to Gordon Hughes, certainly an intelligent,
imigikative young man; at one time a scientist in his dreams. If
we add a touch of resentment to the leaving of his high school life,
what happens then? The essential' ualities-of the creativestudent
as he is beginning to be defined in the literature is that his-thought

. is divevgent. He doesn't arrive at "right" summers by deducing them-
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fro. established remises bit b an intuitive understandin of how
the blew he is dealin with reall works of whet actuall as
into it. He works hard when the roblen r uires it and res is
acts as part' of rea ut or the.crsative students acts are

not s 1 ri t answers but . too and c is or b
se Its cs Mine

1

laced with thepotentially creative student With our hypothetical
Hughes; how will theiecondery school teacher react? /ho is A

rhigh school teachebecause-the-job gives his 'joy and ifle- is con;
patent intellectually, he will react with delight. But to the degree
that he is resenting it, his-action will be permeated with defeniive
hostility. Consider, for ample, the poor mathematician who ease-
haw lianas*, to salvage ,enough math to become a high'school'teAcher.
Such a teacher. functions by knowing a set-of answers and a conven-
tional procedure forArriving it thee. He maintain his self esteem
by-tonvincing himself that this is enough; the student like fughes
who confronts his and who really unditsfigg mathematicsoute his.
a dileima. °tithe one hand, a Hughes My show upAis teacher as
incompetent; on the other, the teacher may suspect the student of

_.conning his and even of laughing at him for beingtaken in. Caught
in a bind, the teacher dares not commit himself to either interpre-
tation. If be is authoritarian, be bullies the student into solving
the problem 'the way I-show you as long'is youare in my class.'
If he is- 'philanthropit'ihe responds with studied tolerance and amuse-
sent to the 'attention getting behavior' of a Hughes. But in either
case, the teacher tiles to ask, sure that BUghes doesn't embarrass
him again by actually getting up and doing mathematics in front of
the -whole class. (pp. 9-10)

The examples above should be sufficient to indicate (1) the high degree of
'complexity and difficulty in applying assessment skills in different cultural
settings, (2) the fact that any assessor or instrument produced by that assessor
reflects misethnocentric pattern of psyche- cultural dynamics,.(3) that the
pattern -of psycho-cultural_ dynamics of an assessor is a, major variable in the
easement process affecting the perceptionlinterpretation and strategies which
will be exhibited by that teacher, and (4) that politics and assessment have
been closely intertwined.

. it'is of sore than passing interest here that aathrials of this kind,
though obviously important for valid assessment, is virtually absent from the
coursework, reading lists, indsyllabi in the training programs for school
counselors and schoelpsychologists,atross the Nation. Myrdal (1969 and 1970)
is something of a model id raising the question of observer bile. While neither
Wyrda4. nor an'', other social-scientist or professional practioner can-ever be free
of bias, it is possible to reduce'some of the bias and some of the negative
effects of the,bias, provided systematic attention is, aid to it. Failing that,

',it islpossible to approach the interpretation of data with more caution and
realiii.

28
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Perspectives on*Style: A Basic Foundation far an Alternative Approach toAaaessmen t

-Your trouble is.that you,have to explain everything o everybody
compulsively and at,; ffie same time you want to keep the freshness and-
newness of what you do. Well, sinceyou can't be eicited in explaining
aVerythintyau has done, you lie in order to keep going.

(Catmeda 1974, p.

1,

The effectiveness of a-person is greatly-influenced by the way he looks
aelife, his world-view. His point of view otitis philosophy of.life
effects every aspect of his behavior, his*attiiids toward himself,
towards othersOncluding his immediate associates and toward the:World,
animate antinarinsti things extending to every phane,of the universe.
Nothing he -says or does can escape his -AIlflows out of
and through and constantly reflects a person's philosophy of life...
the world -view or outlook which is so critical to man's. behavior is
based in large measure on what he- considers to -be, true and what he deems
important. Time and important are not identical. A person may- believe
a thing to be true but of little significance to his needs and purposes.

There eau. to be two fundamental questions which-m*1,3401mi by assessors
.(Or"tests) and which symbolise two fundamentally different approaches to the-
assessment of human behavior: "

1. DO YOH 11110W WHAT I =OW?

2. WHAT IS IT 'THAT YOU 1310W?

- Virtually all standardised tests of assessment and most other approaches to the
assessment of Mean behavior to date have been associated with the first question.
The question, "Do you know what I know?" assumes that, in Order to be.judged pro-
ficient in same.category, the subject is permitted to provide a response only with-
live restricted, range. The experiences and point of via of the examiner(s) are
-used eithei Jinn interview or solidified into a standardised test, and assumed to
constitute some kind of "norm." Consequently, the language, vocabulary, genera/

_emperiente pool, and basic approach to the solution of problems must coincide with
the experiences, 'the narrow experiences, of the person or persons who framed the
questions. Been more problematical, however, is a second implicit assumption.
ilm0;:assumption is that * person being assessed has no experience, language, or

-
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personal or cultural framework for approaching the proble* other than that of - 1

Which the question eskers are aware. In otherwords, "If'a tree falls in the
'forest and 2 an not there, is there a hound?" Clearly, one of the major pro- -,

fessional blunders in the assesament'that takes place in cross-cultural settings
is that it has proceeded under the'impatus from naive and culturally unsophisti-
catedtilted aesessors mho-were unab to conceive that subjects can and do have idio-
syncratic or culturally spec is and very experiences through which "apti-
tude" can and most beaxpresied. With standardized tests,..bothtthe questions,
cmd the answers are `"frown" I...Lea "instrument." The same questions and =seers
are applied-to all comers regardless. of their experiential background. Stan-
dardized 'assessment 'is totally inadequate when it comes to the acceptanirOT
responses in(a different language, different experiential pool, or different
approaches to problem solutibn. By'definition, stmedardizad%assessment is
"convergent" and therefore is unable to deal with divergent or novel thirking,
expression or problem solving. , ,

S.
e A .

Breakthrouahs in-the Understanding of "Aptitude": Type Two Questions

It is interesting tonote that,the.major and dranatit breakthroughs in the
understanding of human behavior and the solution of pedagogical problems most
often have proceeded from precisely the opposite kind, of assessment! That assess-
ment beginewith the second question, "What -is it that you know." In this approach,
to the maximum extent possibiCan assessor rids himself or herself of most struc-
turing limitations and positions himself or herself -as an observer of what people
do. Patience, time and sophisticated clinical perception are fundamental require-. .

mints in this approach. However, the rewards are frequently of the highest order.
This approach is primarily "Darwinian" or ethnographic. The armchair speculation
of "pseudo - scientists" the stale summarizing.of journal articles has yielded
little by comparison. To be-specific, the works of Jean Piaget, Michael Cole
(1974),Ray Riot, Dave Berliner, and William Tinkanoff (1975), Lorenzo Turner
(1949), Berets and Berets (1969), William Labov (1970), and many others are typical
of what can result when the observer is led by real data rather thai by proton-

-ceived bias, armchair speculation or simplistic statistical studies. It is inter-
esting to note that in the "classical blunders" and cross-cultural research which
were cited,earlier4in every case the investigator's basic failure was the failure
to bring an unfettered mind to the setting for observation. A second major failure:
was that the investigators failed to develop simple, obvious, and basic cul-
tural sophistication which was a'prerequisite to understanding. The limitation, 4

'.in other words, was not in.the subjetWbut in the investigator.

One of the exciting and interesting things which has emerged in recent years
when investigators have-asked the "Type Two",question, is the distovery that the
belief syitem, world-views, and cognitive or general behavioral styles condition,
and in a sense, predetermine the manner in which men and women approach their
world. Therefore, any behavioral assessment whiih proteeds in ignorance of, or
Which fails to take into account the factors oft:world-vie/obeli:If agate*, and
behavioral style is doomed to confusion and errori,, It becomes important, here,
therefore, to present in more detail a basic app'r'oach to the understanding of
behavioral style, and a few examples of the manifestation of,these styles.

In a review of the literature and in the interviews with keen observers of
human behavior, the authors have encountered repeatedly, evidence for the
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-existence:of basic behavioral styles. Differences. In style appear not at all to
be'differencesin "aptitude."' Evidence for these stylistic differences occurs in
imidiffirent areas in. human experience end is reported by observers by okay
different names. Yet, the characteristics-which accompany thi names tend to fall
into a baslpattern: Behavioral styles may be thought of as falling along a con-
tinuumo Ii fact, some investievors may mention four or more styles. However,
for the purpose of this revieand study, only two behavioral styles will be exam.:

reed in,detall. These two styles are conceived of as being, on two ends of the
same continuum. Intermediate positions representing an overlapping of the styles
can be conceived.

Basle Behavioral-Styles

In view of the fact that behavioral styles have been variously referred to
by different investigators, and with no intent deliberately to add.to confusion
by the introduction of still another set of descriptors, it is necessary for this
study.tooffer labels for, two polar styles and to relate the disiussions of behave
ioral styles by other investigators to them:

Basic behavioral styles may be thought of as "atosistic- objective" or
"synthetirversonal." -These stylee-represent two fundamentally oppOsite approaches
to the organization ofhuman experience and to the use of one's environment. No
serious attempt will bernmde hire to speculate regarding the origins of these two
styles. However, the speculations of other investigatori'mill be cited as appro-
priate.

Aioastic-oblective 'Style - Atomistica-objective behavioral style is one in
which habitual patterns of approach to experience involve an attempt to break down
the experience into components which can be understood:' The obserierwhe.usesithis
style tends to feel himself or herself to be separate from the phenomena being-
observed. ,Among atomistic-objective, style users is a decided proference,for perma-
nence,'regularity, predictability, uniformity, and environmental control. Thore is
a.general distrust of feeling, a low tolerance for uncertainty, andthe placement
of little or no value on matters of "meaning" or purpose in events. A more corn-
plate description of this behavioral style will emerge through the, presentation of,
the alternatiie'perspectives which follow.

, -

Synthetic-personal Style '- The users of thii style tend to approach the world.
in sway so'as to bring together divergent experiences and to distill them to die-
cOver.-the essence of a matter without undo., concern for-the small pieces which go
to mike up a given experience. These style users tend to perceive themselves as
an'integral part of the phenomena which are being observed. ,Values tend to be
placed on such things as divergent experimentation, expressioi, improvisation, and

`harmonious interaction with^the environment. Amore detailed description of the .

synthetic - personal behavioral style will emerge in the discussion which follows.'

. It can be shown that high level cognitive functioning is a property of both
of these-behavioral styles and of other styles, including a combination of these
two. TherCis some evidence that styles may be changed or expanded. While eth-
nicity seems to be associated with stylistic variations, all styles transcend
cultural groupings to some degree.
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Divik - Shapiro (1965), a psychiiegist, has been interested in what, he calls
"neurotic styles." The styles which Shapiro describes as "neurotic" so closely.
parallel the description given by other investigators outside the area of patho-
lOgical *concerns in psychology that it suggests a Ruth more general relevance
for'his'formulations. It seems likely, for example, that the behaviors Which
Dr. Shapiro sees in the extreme come to be called neurotic only because of their
extremity. At the same time, even his own data suggest that these styles are
found in the "ordinary" as Well as in the "neurotic" behavior of the pardon.

By 'styli' I Mean a form or mode of functioning --the way or manner
of a giVeil area of behavior- -hat is identifiable,. in an individual,
through's range of his specific acts. By:"neurotic styles" I nun_
those modes of functioning-that seem characteristic, respectively,
of the various neurotic conditions. I shall consider here, partic-.
ularly,"ma0 of thinking and:perceiving, ways Of experiencing emo-
tion, modeiorsubjective experience in general, and modes.of activity
that are associated with varioui pathologies. It is not my aim to be
exhaustive or, even systematic, and it'is clear that there are many
aspects of4stYle that.cannoi even be touched here...The simple fact
of human Consistency over broad'areas of functioning argues for such
a concept, but this fact has a more specific clinical manifestation'.

Ic/Evereadertiwi1niea1erienceandirorthatmattereve -

seiitiveThirs011a,will11inotomsareoutstimdin.tholo.oal I

traits regularly Appearing in contLeiiiaiittitiktes; 1Aterese,;ibitillecefoal inclinations \and endowments and even-vocational a
1;;11111773111a with which the L.,. ss:Jtomor trait seems to have
a certain consistemz. We are .t surprised, or instance, to hear
that abookkeeper or scholar s developed= obsessional type of
neurosis or that a woman wh comes to psychotherapy because' of severe-
emotienal outbursts is actress who is a biight and vivid social
companion but is unint ested in and rather uninformed about the
science of mathemat s. (pp. 1-3) [ Italics'mine]

Later Shapiro inOi ea that"it is possible, in other words, to determine
that individuals posse relatively stable cognitive tendencies that determine
the form, of the infl ce that a motive or need exerts on their cognition. If
we can overcome Clinical or pathological associa the label "neurotic
style, "` David S piro offets fundaMebtarinsight into the operation of the poles
of experience hich were cited above. It is instructive, therefore, to spend a .

bit uore t e with Shapiro's ideas than will he necessary with other investigators.

iro u Obsessive-com ulsive St le - Once again it is important to keep
'in -that the characteristics mentioned below will appear in many places and

be descriptive of people who function in the "rormal range" of 'behavior.
0

1

The.most conspicuous characteristic of the obsessive-compulsive's
attention is its intense, sLarp focus. These people are not vaiue
in their attention.- They concentrate particularly on detail. This

\\
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is evident; for example, in Rorschach tests ietheir accumulation,
frequently cif.large numbers of small detailed responses and their
precise delineation of them. (Small profiles of faces all along
the edges of ink blots and the. like.) Amd the same affinity is
easily observed in every day life. Thus, these people are often
to be foundamong.technicians; they are interested in and a'home
with technical detail!, the ease sharpness of attention is, of
course, also an aspeCt of many obsessive-compulsive symptoms. They
will notice a bit of dust or worry over some, insignificant inaccuracy
that, everything else aside, simply would not gain the attention of
another person. But the obsessive-compulsive's attention, althoueh
sharp, is in certain respects markedly limited in both mobility and
range. These:people'not only concentrate, they seem always to be
concentrating and some aspects Of the world are, simply not to be
apprehended by a sharply focused concentrated attention. Specifi-
cally this is a mode of attention which seems unequipped for the
casual or immediate impression that more passive and impressionistic
sort of cognitive experience can include in its notice or allow one
to be ''struck' by even that which is peripheral or incidental to its
-original, intended focus-of attention or that may even possess a
clear attention or sharp focus in the first place. These people
seam unable to allow their"attention simpl*to wander or passively
,permit it_to be captured,_ Titus the*.rately seem. to -get hunches and
they are rarely 'struck' or surprised by anything. It is not that
they do not look or listen, but they are looking or, listening too
hard.for something else. (pp. 27 -28)

Shapiro goes on to say that the obsessive - compulsive person in general will have
some sharply defined interest and will stick to it.. That the person will go .

after and get the facts and get them straights, but will very oftw'siss aspects
of a situation which give it flavor or its impact.:.Therefore, ohiessive-compul-
siva people often seem quite insensittee'to the tone of a social situation. In

fact, such is the human capacity to make a virtue out of a necessity, that they
often refer with pride to their "singlemindednese'or !imperturbability."

Shapiro has also indicated that a certain "rigidity" characterizes the
approach of the obsessiVe-compuliive person.

The term 'rigidity' is frequently used to describe various character-

istics of obsessive-compulsive people. It may refer, for example, to
a stiff body posture, a stilted social manner, or a general tendency --

to persist in a course of action that has become irrelevsnt'or even
absurd. But above all, 'rigidity' describesa style of thinking
What is meant.exactly by 'rigidity?' What is meant exactly by
'rigidity' of thinking? Consider a.commonplace example, the sort of
thinking one encodnters in a discussion with a compulsive or rigid
person, the kind of person we also call 'dogmatic' or -!opinionated.!,

. Even casual conversation with such a person is often very frustrating,'
and it is so, for a particular person. It is not that one meets with
unexpected opposition. On the contrary, such discussion is typically
frustrating just because one experiences neither real disagreement
nor agreement; °instead, there. is no meeting of the minds at all, and e

the impression is simply of not being heard, of not receiving any
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but perfunctory attention...In,this illustration, Al doss not exactly
disagree with Kay. He does not actually object to or oppoae Kay!.
argument and he cannot 'be called "negativistic.", He simply does not
pay attention.' This is active'inattentiOn; further, it has a special
quality. It is different, for instance, from the wandering attention
of a tired'person; this inattention seems 'somehow td have an active,
as it were; unprincipled quality. It is just such inattention to new
facts or a different point of view that rieidity.(or its more specific
form, "dogmatism") in the obsessive compulsive person seems to manifest

, itself. It is this inattention that sakes us experience these people
as being so utterly uninfluenceable without identifying father for the
time being. Let me say; therefore, that some kind of special restriction
of attention seems to be one of the crucial features of obsessive-

compulsive intellectual ridisitys althea& net aecesaarib the only one.-
(pp. 2445)

This condition is analogoui to that bf.miny assess hawho see* unable to ask the
Type II question,-"What-is it that you; know?"

Shapiro's-Hysterical Style - At the opposite end of, the continuum for Shapiro.
:is the "hysterical" person. For Shapiro, the hysterical is a global person. Alys-
-terical cognition in general is global, relatively diffuse, and lacking in sharp-
ness, particularly sharp detail. AdcorOing- to Shapiro,4t is impressionistic in
contrast to the active, intense and sharply, attention of the obsessive-
compulsive. Hysterical:cognition seems relatively iackikag in sharp focus of

r attention. In contrast to the compulsive* active and prolonged searching for
detail, the hysterical person tend cognitively to respond quickly end is highly

to what is immediately impressive; striking, oriaerely obvious.

When a hysterical person is asked to describe'soisons else, the response
is likely to be something like 'he is so big,' 'she is wonderful,' 'I'
hate The quality of these perceptions can be conveyed more sharply
by an imaginary comparison with the factual, technically detailed_answers.
that an obsessive-compulsive is likely to give to. the sane k4nd of
question.. For example, with a hysterical person, one is likely to'get
for an answer-not facts, but impressions:, These impressions may be
interesting and communicative and-they are very often vivid, but they
remain impressions --not detail, not quite sharply defined and certainly,
not detailed. (;p. 111-112)

Shapiro also describes two other styles.which will not claim our attention here.
In between the obsessive-compulsive and the hysterical styles are the "paranoid"
style and the "impulsive" style. In addition, _there are variants of the impulsive
style. It would takelittle effort to become even more coiplex in view of the
fact.that human behavior itself is complex. !layover, for the purpose of our die-
cession here, .t will be necessary to focus only -on_tho two extremes of the con-
tinuum. Shapiro's obsessive-compulsive_ style is equivalent to what has been pre-
seated aethe atomistic-objective style. Shapiro's hysterical style is equivalent

- tto what we have called synthetic-personal style.

ksummary of the elementriWhich describe Shapiro's two styles is presented
in the following table.

50



35

Characteristics of the Obsessive- ulsi St le

A Living-machine (Riech)`
Rigidity An thinking-
Tense in activity
Driven
Pereameration even in irrelevant and

absurd activity
.Doelatic

Opinionated
Hard of "hearing"

,Does not pay attention
Oninfluencetble
Restriction of attention
Stimulus. bound perception
Inflexible

°-= fRfaia`sirpy focus
Concentration on detail
Precise delineation
Confortablewitk technical details

ted inisobility and range
ted for casual or immediate impressirn

cles are rare
_WU sisal the flavor ,

Will t be captured, by something
Will s the-tone of a situation
Volitional and controlled.
Uncoefort ,ble with aimlessness
Year of 10 It of control
Difficult make decision..,,

(sossethi from.his regular mode
of ,thi

(Summarised

to others

fret David Shapire)

Active inattention to new influences
Affective experience shrinks
Work oriented
Great quantity of work
Ablibrption

Deliberate

baste effort even in play
Self-imposed deadlines
Thinks "I should"
Will power
Role bound
Awareness (of special role)
Propriety :
Aware of external criticism
External expectations' :

Aware of authority, rules, convem..
time, morals, duty,

Unchosen responsibilities
Hibd torelim
Harsh super ego
Inadequately integrated
Non-work life shrinks
Less affect
Dry, mechanical, dull heaviness
Deliberate in achievement of e

state of mind
Lops of the experience of conviction
Preoccupation with technical details

to the exclusion'ot actual persons
or events ' .f

Narrow attention permits avoidance
of nevAnforeation

Misses-proportions, ihidings
Ritualistic.
Technical factual memory

)
Decision making

,gseen
as a technical

problems

Repression
Regression
Reaction-formation

'Isolation of-Affect-
`Loss or forgettin!rof ideationcilOntent
General response
Impressionistic

.\
Non - technical

Globil--

lumediaci to striking, or obvious

Characteristics of the Hysterical Style

, (Compiled from David Shapira)

Rare among scientists and. scholars
,_---' Overlooking uncomfortable charged

facts--

Pollyanna
Romantic
Sentinental-
Nostalgic
Noticei the vivid, colorful and

emotionally charged

Emotionally provocative
-Does not search

Accumulates impressions-not facts

No clear explanations of responses-



Characteristics of the Hysterical Style] (Continued)

%

Original cognitive: leaves out detail
Vagueness

-largesse of content

=,Incapacity-for persistent or intense
-intellectual concentration

Distractibility
Isprssionability
Now.factual world
Has hunches

Pads -,

Current preludides:
Excitements

'Attention easily captured .

lasily_interrupted.,'
Easily surprised
Scattered thinking and expression
Oeficiekt in factual knowledge

lawn struck
Theatric 1

Exaggerated
Fantastical
Playing for fun
Avoidifl answers

...Impetuous

Infatuations
Labelle indifference
Indefiniteness
Outbursts
Mildiannered
Inhibited
Impulsive
Explosive
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It is interesting to note that Rosales Cohen-(1971), 'while starting from an
entirely different perspective, that of an educational researcher, has described
stylistic variations which are essentially identical to ShaPiro's:. Cohen also
posits four styles, thi extreme two st which are labeled "analytical" mar
"relational." Her, analytical style iscomparable to Shapiro's=obsessive-compul-
sive style. Her relational it'lle is comparable to Shapiro's hySterical style.
In addition, Rosales Cohen has done'a great deal of schools and has exam
insd schools from the perspective of the two styles, in order to preen
not only of the stylistic tendencies of students in schools but the stylistic ten-
dencies of the schools themselves. She has speculated regarding the onuses of
dissonance between the school and certain style users. Cohen's work is particu-
larly relevant where she has applied her understanding of behavioral styl4 to
the area of standardized tests. It becomes quite clear when we nevi,/ the follow.;
ing tables.

Analytical Style
(Compiled fras.Rosalee Cohen)

Stimulus centered

Parts-specific
Finds non-obitious attributes
-Abstractscommon or generalizable

principle of a stimulus_
Notices formal. properties of a

stimulus that have relatively
stable and long lasting meanings

Ignores.the idiosyairetic-

Extracts-from embedded context
ftsis extracted properties and gives

them meaning in themselves

0 52 .

Long concentration span .

Greater perceptual vigilance
A ieflective attitude and

relatively sedentary nature
Language style is standard English

of controlled elaboration
Language, depends upon relatively long

lasting and stable meanings of
words

Language depends upon formal and
stable rules of organization



I I) Analytical Styls1(Csstimmd)
1\

Relationships tend tobe linear
Relationships which are noticed tend to

.. be static and descriptive other
thenInmetional or inferential

Relaticeahirseldom involve'process
oinotivation as a basis -for

relation:
Perception of conceptual distance

between observers and observed
ha objective attitude-,a belief that

everything takes place "out there"
'La the stimulus

Stimulus-viewed as formal, long lasting
and relatively constant, therefore
there is opportunity to study it
in detail '

Long attention span
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Communicailons are iniended.to be
understood in themselves, i.e.,
without dependence upon non--
verbal cues or idiosyncratic
-context

"Parts of speech" can readily be
soft in nonsense sentences

Analytic speechffiaracterised by
- "hesitation - phenomena," pauses.

for verbal planning by controlled
voceliodulation and revision of
sentence organisation to convey
- specific meaning,-,since words

have forasI meanings :
View of self tends to be in terms of

status-roles.

Sometimes view of .self expreised as
an aspect of,tolos such as func-
tion to be pptfOrmed

L

The Relational Style
(Compiled from Rosales Cohen):

Self-centered
A Global .

Tine descriptive characteristics
Identifimi.the.unique--
Ignores cemmonalities

for meaning
Relevant must-have special or
' personal relevance to observer
Meanings are-Unique depending upon ;

immediate context
Generalisations and linear notions

ere'generally unused and devalued
Parts of the, stimulus and its non-

obvipus attributes are not given
masers -` and appear to have no meaning

in themselves
Relationships tend to be functional

And inferential
Since aghasts is' placed on the unique

and the specifi4 global and the discrete,
on notions.of difference rather than
on varia oi or common things, the search
for to fora abstract generalise-
ties' is stimulated

Responses- tend to be affective,
Perceivedicescepted distance between

the observer and the observed is uterow

cr

Easily **id by minor frustrations
Immediacy of response
Short Attention span
ehirt concentration span
Geitalt learners
Descriptive abstraction for- word

selection:
Words must be embedded in specific

tie, bound context for meaning
'Pew synonyms in langaage
Language dependent upon nXique.cOntext

and upon many interactional
characteristics of the communi-
cants on tine-and place, on
mon, muscularegovenents and other ,-

non-verbil cues
Fluent spoken language
Strong colorful expressions-
Wide range of meaningful vocal intona-

tion and inflection
Condensed conditions sensitivity to'

hardly perceptible variations of
mood and tone in other individuals,
and in their, surroundings

Poor response to tiled, scheduled,
preplanned activities which
interfere with immediacy of

response

53
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The Relational Style, (Continued)

The fieldis perceived as respondin to
the person _-

The field may have a life of its own
Pirsomification of the inanimate -

Distractible
'motional
Over Java:v.4 in all activities'

Tends to ignore structure
Self descriptions tend to point

to essence

It is obvious That * "stylistic" bias is inherent in most staAdardised tests
of achievement: In fact it is the very standardisation *deli, tends to favor
analytic or obsessive - compulsive or atomistic objective style users. Oils for
this reason that attempts at the development of "culturally fair" assessment--
instrume.ts have failed. These attempts tend simply to change %Masse's of. the
tests or to _reduce thevontiatual clues to which users may refer, thus building
(as cache seen )Xn even greater:edventage,for the atomistioobjective -style
um. the specific achhisitais. is that in tests sach-al the 111 llAtr
Analogies Test or eats invoiiring the use of "nonsense sentemees," the style user
she is tolerant of the meaniaglesiness in the testing tasks will -continue to be
motivated fora mach longer period than will thes*thetic-perstna. style .user.
`Shapiro his pointed out that in the clinic, the oksespive-compasive" is character-
ised by thisverywillimpess to persist, in tasks which haveHno.meaning. Many
clinicians have noted feu the synthetic- personal etyle'user will become bored with
any detail, and especially detail which is taken out of its context. Rosales Cohen
uses as an example the word gime "topping" or "capping," a game of mutual insult
which is played by both children and,idulti'ihroush free association of Verbal link-
ages. This openrame4 or "relational" game may be contrasted with an "analytical",
game like "Scrabble," a word game played by anal,tic style (atomistic-objective)
users by forming and reforming words fres their parts. Still further, Rosales Cehen
,points out that flexible - (synthetic- personal) style users ere characterised by the
writing of .many qualification"; on theomargirs of questionnaires to identify the
circumstances under which their statements, way hold and frequenterasures on other
-sub-routines from one kind of answer to another. Stories and explanations exhibit
similar vacillation. Cohen points but that the, approach to testitems for- ar-rela6
tional style user ,is to treat -the item globally, whereat the analytic style user
is more likely,to focus on some iarticular small aspect of the item td the_exclu-
sion of the 'total. Clearly this is iimilar to Shapiro's polar styles. Rilibtre,'.
(1973) hat proposed a description of the core Afro-American cultural style: It-ig
as follows:

1. Afro-Ameiican people tend to prefer to respond tand with "gestalts" .7

-rather than to or with atomistic things,. Enough Tarticulars are toler-,
acid to get a general sense of things. There is an impatience with
unnecessary specifics. -*metimit it seems that the predominant pattern
for mainstream America is the preoccuption withparticulers along with
a concomitant loss of a sense of the whole.- There is the belief that
anything can be divided and subdivided into minute pieces and that these-..
pieces add up to.a whole. Therefore; dancing and music can be taught by
the numbers. Even art is sometimes taught this way. This IS*, sows
people never learn to dance. They are too busy counting and analysing.

1' .



Afro4ierican people tend to prefer inferential-reasoning tq
'deductive it inductive. This is related-to item 1, *ors. _

4: Afro-American people tend to prefer apiroximiiions over accuracy to
"fifty decilal places, This is related to Item 1,' abate.

4. Afro-Autiman -people tend to prefer a focus on people and their activ-
`ities rather than things. The choice by so many of the help-
ing-professions such as teachilit, psychology,,social'apik, and so forth
cannot beeiplained by JO availability or ease of curriculum.

AfrorAmoricai people have a keen sense of justice and are quiCk to
analyse. and-,perceive injustice;

6. Afro-American people tend to lean toward altruist, a concern for one's
-_`fellow own;

39

4. Afro-American people tend-to prefer novelty and freedom. Witness the
, development of improvisations in music, styles .in clothing, and so forth.

. -

Afro-American people in.general tend'ut to be "word" dependent. This
is to say, there is a tendency to favOr nonverbal Uwell as verbal -

- communications. Words' lay be used as mi-ch-'to aka mood as to Convey
epecific.data.

Whilenoqdescriprioh was given at the time of'Other styles,- itia instructive to
note the relationship between the hyPothesiied Afro,Americapltdral,style,
-Coheeo "relationar-styleend Shapiro's-4hpatericar style and whit we now term
,"synthetic-personal." Dr; Natm Akbar has also proposed a desCription of the
AfroAierican child, That description follows;

' kiihly affective

Languagerequires wide use of coined interjections (somitimes.profinity)
Considerable body language
Nords depend upon context for meaniaiand,have little meaning in t- hemselves.?
Multi - connotive' expressions, that is, Abe same_woed has multiple meanings.

\ Systematic vies of nuances,of-intonation and-other body language, such
as eye movement and positioning -

Preference for oral-Ural modalities for learning-communication.Highly. sensitive to °theta!' non-verbal cues
High people orientation .

Sociocentric

Use of internal cues foi problem solving-
Highly-empathic "."

Spontaneity _

Rapid adaptation to novel stimuli

Cliirly, Dr. Akbar is also describing the synthitic=persOnaI stile.

Ornstein (1972) Corroborates eich of the formulations which have been pre-
sented beforemitir the addition of his hypothesis as to the cause of a choice of
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both the structure-and die function of these _two "half brains" and
sum part underlie the two Modes of consciousness which SimultaneOuely
coexist within...ikons of us. Although each hemisphere shares the
potential for *any functions and both sides participate in most active
itiee in the normal person, the t'otemispheres feud to specialise. The
left hemisphere. (connected 'to_ the right side of the :body) is primarily

'involved with analytic, logical thinking, especially in verbal and
mathematical functions._ Its mode-of operation is primarily linear.
This hemisphere seems to procestinformation sequentially. This mode
of operationoof necessity,must underlie logical thought, since logic*
dependcid sequence and order. Language and mathematics, both left
hemispheric activities, also depend predominantly on' linear time.

If the left hemisphere specializes for analysis,-the right hemisphere*
(again, remember, connected to the left side of the body) seems sPecialf
'ized lir holistic mediation. Its language ability is quite limited.
This hemisphere is primarily responsible for our orientation in pace,
artistic endeavor, crafts, body image, recognition of faces. /It pro= .

4 ceases information more. diffusely than does theAift hemispher and its

'respohsibilitiesdemadd-iready integration of many inputs.at once. If
the left hemisphere can be termed predominantly analytic nd seqmsntial
in its operation, then the right hemisphere is holistic n relation and
.more simultaneous in its mode of operation.

L

For Rosales Cohen, analytic and relational cognitive sty
as a consequence`of primary group socialization. According
structured the primary-group (i.e., the family), the more

- styles is to be analytical. The more unstructured the pr
the more likely the choice of styles is to, be relational

Warren TenHouten and Charles Kaplan (973) have
support of Ornstein. Both Ornstein and TenHouten an
dance in a variety of fields. Carlos Gummed* (19
likewise has described the struggle between two po
as "ordinary" and "separate" reality. Cedric X,
(NaimAkbar), and Wade Nobles (1975) have also

s seem to 'develop
Cohen, themore.

ely the cholas of
y group experience,

p,esented extensive data in
"Kaplan draw heavily on evi-

. )1? (1971), (1972), (1974),
ar styles which he refers to.

Phil!McGee, Luther Weems
pothesized a biologiOal basis for.

the origin of styles. They speculate about the' evidence for the impact of
melanin on emotions and actions. No matter w at the origin, styles do exist..

----
Perhaps do one has integrated the concept of cognitive style or learning

style better than Canvey (1974). Gallwey speaks of two cells. One is analytic
and particularistic and the other is holi tic and relational. Gallwey suggests
that harmony exists when, the mind itself is quiet and that only when the mind is
still: will one's peak performance in the game of tennis be reached.

Rami z and Casteheda (1975) have done an outstanding job*in putting the
matter of s le and assessment into proper perspective. Ramirez and Castaneda

'use H. A. Wi "field-dependent" and '!field- independent" categories, in explain-.
ins the cogniti e develOpment of Mexican Americans.

The ression of St le in Human 'erieilco

While d ffering in detail,,these various presentations which describe cog-
nitive styl are essentially the-same. Moreover, manifestations of these modal-

, ities abound in many areas of human experience. These are particularly crucial
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fee-thessiaho:work lu she area of assessment.' It is the failure to consider
there stylistic variailons of human experience as real, ever present, potent
foreecthat bests& to so mei confusion in'croes-cultural assessment. For
amide, it leens.clear that the dominant cultural style in the United States
is 1976'is the atomistio7objective, analytical, obsessive-compliive style. The
rtosisidous success of our country in the industrial sector- say be .responsible for
the widespread use of the indleriallioda as =analogue for usderetmiginghmman

leihavior,_In the industrial frild there is necessity for "mass production,"
for "interchingeability of parts," for "stability, " "permanence," uniformity,
"Conformity," and'in general, "standardisation." ,These values or necessities are
also reflected in our total educational system. The list below illustrates
way of thinking about the existing school system and an alternatiie to th

41

0

'The School

.As it is in seneral .

(Malytical, Obsessive-compulsive")

Rules'

Standardisation .

Conformity

Memory-for specific .facts
Regnlarity
Rigid order'
"Normality"'
Differences equal deficits
Preconceive
Precision

,Logical
Atomist/c
Egocentric
Convergent'
Controlled
Meanings are universal
Direct
Cognitive
Linear
Michanical
Unison
Hierarchical
Isolation
-Deductive

Scheduled
Thing focused
Constant
Sign oriented
Duty

As it .could be ,

(Raitinal7wEysterical"):

Freedom
Variation
.Creativity
.Memory for essence
Novelty
_Flexibility=
Uniqieness
Sameness equals oppression
Improvise
'Approximate -
Psychological
Global
-Sociocintric
Divergent

-Expressive
. Meanings are contextual
InOirect
.Affectiva
Patterned
Humanistic
Individuil in group
Democratic
Integration:.
Inductive
Targets of opportunity
-People focus
Evolving
Meaning oriented
Loyalty

While no individual will exhibit the characteristics of any one style totally,
are modal personal orientations, and among groups, theft iremodal iroup,

orientations, The school reflects the dominant mode of our American culture, The
school is essentially a reflection of the obsessviii-compulsive or atomistic-
objective style.
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Morimportant, however, is the fact that it is higher education which pro-
duces -those who develop assessment procedures. More particularly, it is psycholo-
gists within the field of psychology itself, which can he said to reflect both an.
obsessive-compulsive" and an "hysterical" side ;, for example, "experimental.psychol.

-oey versus clinical-psychology" in a gross sense. ,Itis the experimentalist or the
_obsessive-compel:gives in psychology who have produCed the "standardised" instruments
for-assessment which are essentially obsessive- compulsive in structure and *which ,

_sppeil'to that particular style of student. For example, test items are standard,
theyrequire conformist in order to,gain the "right" response. Items may be
tbiught of essentia ly as interchan abli parts from one test form to another and .

it is assumed thikehe test tself may be appliedin any setting throughout the
nation. Ihetendency on standardised tests is to require a foci, on particulars
to the exclusion of wholes and to require the student to think in emnts.rather,

thearto express themes in thought. For example, in the area oirpersoii-liti testing
there is a clear distinction between the Minnesota Multiphasic Personality
Inventory ()*(PI) and the Rorschach.. The MMPI would be an example of an analytic or
obsessive - compulsive device. The Rorschach; on the other heed, which allow* for
more free_and:open, creative, evocative, affective responses, would be more rela-
tional or hyilterleal.,

A. special. problem presents itself in that it generally is the statistician,
the hard -nosed experimentalist, the "behaviorist," Who is personally or ego -
invested Lathe development .and sustenance of the Ift_test. Their commitment to
-"pre"conception and "pre"=fabrication of the assessment material is an expression
:ofthe style with which they are most comfortable. The highly intense commitaent
to "the IQ test, especially -paper 4nd .pencil standardised tests, can be understood
by reference to Rosalee Cohen and David Shapiro. he ohsesstve-compulsive style
is one in which the person is uncomfortable with loose ends, has a high need for
Control of the situation, is not particularly people oriented, etc. Under such
conditions, it is understandable that those who design assessment instruments would,
find it difficult to value the unique, idiosyncratic, synergistic behavior pattern
of the relational or hySterical style. Indeed, it would.be hard for the obsessive -
compulsive to accept that style as valid, if for no other reason than the simple
fact that the hysterical or relational person or people would be "out of control"
or "unpredictable" and therefore "threatening" to the obsessive - compulsive. Con-
sequently, it would be hard to imagine the obsessive-compulsive assessor providing
a full assessment for the "hysterical" student.N...

It seems clear in everyday life that there are patterns which can be expli-
cated that describe interaction of obsessive.compulsive or hysterical style users
and tleks.whiCh come from either area. If the "obsessive-compulsive" is given a
"hysterical task," the obsessive-compulsive will translate that task into something'
more nearly resemking the obsessive-compulsive style and vice versa. Jar example,
if theobsessive-Compulsive is asked to learn an Afro - American dance such as "the
bump" or "the hustle," the obsessive-compulsive is very likely to draw feet on the
floor and to break the dance down into what heor she perceives to be the com coL
nent parts, to number the steps and to try to learn the dance"p/ecemeal. It is
also likely that the obsessive-compulsive will establish a "standard" of perfor=
mance which becomes "right" or "not right." Similarly, if an hysterical is given
an obsessive-compuls/ye task, a comparable translation will take !lace. Details
arelikely to be blurred, standards faintly adhered to, or the dance itself might
ba_modified with no real concern for right or wrong so much as '"fit" or "harmony."
If it is a'square dance, that dance is likely to be given rhythm or some other-
expression.of individual creativity. . It is instructive to observe what happened
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to the'rigid, orderly quadrille dance in the hands of Africans and Afro-Americans

in Liberia. It. is barely recognizable as the same dance which thrilled the/Southern

United, Stites for dO long. It has rhythm, freed**, improvisation and expression.
These "translations" or "transformations" are analogous to,what happens with-any

tisk that is adopted, i.e., languase,,religion, await, humor, art, rhetoric, etc.

As tions About Behavioral S less Their t on Assessment In erections

We believe that there is compelling evidence for the following assumptions
about human behavioral styles..

1. A behavioral style is the relatively stable,disposition or approach of
any person to the interpretation and use of his or experience.

2. There are several styles which..can be described. TWo of these are the

. "itomistic-objective" and the "synthetic-personal." They seem to'be at
opposite extremes of a continuum along whichAmther styles may be identified..

3. A person may, with some systematic effort, change his or her basic style,
to a degree, by learning and by integrating elements or aspects from
other styles.

4. Since,styles are the reflection of a person's basic approach to the per-
ception, interpretation and use of experience, the style. is pervasive and
may be observed,inany given person's expression; such as through their

world view, language, music, religion, art, worke_dince., problem solving,
sports, writing and any other area of human expression.

3, < .

5. There is a strong relationship between style and socioeconomic level.

cit't. There is a strong relationship between style and cultural or ethnic gropp

. memberghip, especially where, for whatever reason, a-given culture or

;,,,,_ ethnic is also located at a traditional point on the socioeconomic scale.
.4.

it There ii ne evidence whatsoever foi a relationship between basic "intelli-
gence" and style. :Able people are found to the same degree among all

style uders. Gross error Ii -made when given style usera.nisnsderstaad

the expression of intelligence through style and define intelligence

mopieslly and solely in terns of-their ownstyles.

S. Every style is necessary, valuables useful in human experience if

society is to function fully.
:0

e

t
.

9. A "gifted" person is one who has integrated and harmonized the'polar dis-

positions

,

.

positions within himself.or herself..

10.. At a given time during a particular people's history, one or another style
comes to characterize a modal thrust for that people. When that occurs
to an extreme, alternative style uiers will experience in direct propor-
tion to that extremity, a degree of oppression (i.e., the requirement that
all people conform to one4tyle).,_

11. It may be said that the "gifted" society is one which has harmonized and' -

integrated its polar disposition and has them in balance.
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12, Not only do people who are tested or assessed express a style. The. .

people who do testing, assessmene and interpretation about others'
behavior are themselves expressing a stile in their^Orofessional practice
and approach. It is the assessorsaboveallorho is responsible for the
way the general public comes-tpview Stylistic variability. The Misuses.-
vent of intelligence in ctosscultural settings is 4 case of "the pot call-
ing the kettlewhita." Practice, of those who do assessment reflects
clearly a dominant style where the assessor frequently thinks of his or
her assessment data: as all there -is to be assessed, since many, if not,

4 mostoassessors are "mono' stylisticr"

13.' A given style user will take the behavior of another style user and will
not experience it as that behavior actually is, but will reinterpret that
experience in terms of her own experiential views or her own experiential
'framework ("translation" or even "transformation "), thus frequently losing
the essence of the experience of the 'meson being obeetWed. In some cases
the assessor can comprehend theexperience of another style user only by
"actually "changing" that person's experience. The assessor who ocdupies-
a extreme position on the style continuum will be "blind", to things that
actually exist in the behsfior of the style user at the other end of-the
continuum. The user of an extreme style lust do this in order to main-
tain his or her own personal balance. An old example in the history of 4,4
assessment is the theoretical dictum, "everything that exists exists' in
some amount and can be measured." Ths theoretical dictum which was
simply a statement about experimental necessity has becomelor many inves-
tigators an article of faith in a new religion which might be called
scientific positivism (another expression of the "atomistic-Objective
position).

It thoild be clear that if one accepts the assumptions above, all traditiodal
activity in the area of "standardized" assessment must be examined in a new light.
For example, notions such as "norm" must.be reconceived. In-fict, there are many
"norms." Th order for a norm to take on meaning, it must'be viewed in terms of a
given social context. Another example of.needed reconceptualization is included
in the attempt to seek a "standardized view" of human experience. This approach
is not a "neutral" or "Scientific" approach. It-is, in reality; an attempt to
view reality from a part-of reality itself. In other words, the "standard" for
-*Jawing human behavior (a standardized Seat), is itselfonot external to the tool
of things which are being observed. Users of Standardized tests and assessment
procedures sometimes seem to view themselves as external "objective" observer's
viewing huMan experience from Olympian heights. That may one day be possible.
In 1976, however, all efforts to view human experience betray the viewer's cow.
tinuins participation -in deeply rodtid stylistic modes.

4-,

.It has been necessary to utilize 'a significant44pfrt of thid report for the
discassionof style. This is because we find style to be a central problem for
any approach to assessment. Those who have personal and/or financial investment
in standardized approaches to assessment cannot be expected to greet such an asser-
tion with happy expectation. The implications for assessment are clear. While
it may be possible to think in standardized terms about themes in human behavior,
it is impossible to standardize the particulars of human experience which will
reveal the variety in thepes. What we have had heretofore in standardized tests
of intelligence has been the implicit requirement not only.that behavioral themes
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mastbe theught*of or approached in standard fashion, the 'articular information
through which we learn about behavioral themes is also stand ized, limited, or
restricted. Therefore, we have cone to a point where-"into puce" can be
measured Only through a specific language, and even worst within that specific
language only through a highly,specific standard vacs& y. Yet,.that is not
the worst. That highly specific Standard vocabulary Sit maintain its meaning
across monitions of American citizens. Particular/test problems and articular

and became the por through
in.order for their experience to

such an approach is highly suitable
. If everything is, standardized and

ility of parts, econopy, predicti-
f those are the ends of assessment,

if the end of assessment is to discover
ehavior in all its complexity,then we

all aspects of"that behavior to be per-
to move beyond the, superficial treatment of a

easement and interpretation of human experience
pment of an alternative to existing teats of
of the ability misassessed, be they people of color

responding lodes on standardized tests are sushi
Which all mist Peas, no matter what their shape
be validated. It can be seen immediately that
to the requirements of the industrial analo
uniform, then moss production, inteichahge
bility, aid familiarity are guaranteed.
then we need to go no further. Howeve
the truth about, the dynamics of hum
must have room for information ab
calved. It is necessary, therefor

mono-stylistic approach to the
in ordertoapproach the dove
intelligence for the discove
or- otherwise.

l;
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CHAPTER V

Anecdotal and Other Material to Illustrate the Expression of Behavioral Style

It is necessary at this point to offer simnel.' of the application of the
principles which hay:them explicated thiough the assumptions about style which
were listed in the previous chapter. In order to do thi", three areas of common
human experience have been selected as examples, relieionmea, endlessness!

v Many other areas could have been selected and treated in exactly the same fashion. .

'', The intent in selecting these examples and in giving someldetailed treatment is to
illustrate the validity of the concept of 'Ole and the fa t that "intelligence"
'or. "attitude" is a function which is independenevf, or mo . precisely, which is
=preened through behavioral style.

The Expression of Behavioral Style inleligion

By using Afro - American religions, practice and experiencee.and by contrasting

:7
that general experience with the general experience of Euro4 Leans, the utility
of the construct of "style" as an analytital tool should be apparent. It should

also be clear that each tradition springs from a unique historical development and
can be understood only by referente to that history. Idowu ( 975) and Mbiti (1969)

represent the most recent serious study of African religion. Both have been
trained in Western as well as in African theology aid from t t perspective offer.

eery helpful information. Idowu makes an early observation.o the cultural, encap-

/ sulation of Western theologians which prevent them from under' anding religion in
4 any full sense. "Unfortunately; by and large, thetheologian-, f today is a very

handicapped person. To begin with, he still lives with.the ag old-erroneous notion

1.

that only one religion, namely Christianity, has theology, vhic makes nonsense of
the linguistic, comnatlationalsignificance of the word. Recentl the question of the

degree of the Doctor of Divinity, one of the highest degrees' o\be warded in the
universities of Africa, arose and the deiurrer was raised that the "D.D." had
always been awarded in connection with Christian theology; tha4thereforeiit might
comprise a department whose avowed position was that of,religion\as a comprehensive

./discipline. The corollary to this is obvious: a Doctor of Diviility is incompatible

/with islimic studies, and very much less so with a thing like Africin traditional
religion!" (p. 10) The opinions of external observers of Africen'religious belief
and practices not only reveal the misunderstanding and nisjudgeme t of the African
belief system, more importintly, these opinions are classical ill strations of

.
Observers.establishing.their own world-view as a "norm" and viewin 'other Vor14-
vieve,as "deviations" from that norm. Such an approach is similar to the approach

-in testing which we have called "Type I Question," "Do you know wh t I know?" c

Other terms employed to describe&African religion includes animism,
totemism, fetishism and naturism. We need not go into am here.
These and the previous terms show clearly how little the utside
world has understood African religion. Some of the terms re being
abandoned is more knowledge comes to light. :But the fact emains
that African religions and philosophy have been subjected to a great
dee/ of misinterpretation, misrepresentation and misunders anding.
They have been despised, mocked, and dismissed as 'primitiv' and
'underdeveloped.' One needs only to look it the earlier titles and

!accounts-to see derogatOri'linguage used, prejudiced descri tions

given iici.false judgement passed upon these religions. In missionary
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circles they have been condemned as' uperetitioni satanic, dawliisi,
and hellish. In spits of all thane attacks, traditional religions have
survived and they dominate the background of African people and must be
reckoned with even in-the middle of modern change. (p. 10)

Mbiti conducted an extensive study covering nearly three hundred people from all
over Africe outside the traditionally Christian and Muslim Communities.
these societiesswithout a single exception, Mbiti found that_the-peoge have a
notion of God as the supreme being and that_this-was the most minimal- and fundiu.
Mental idea about God found in all African societies. Idowu (1975) found that in
Africa as a whole there are really five component elements that go into the making -.
of African traditional religion. Theee components' are:

1. Belief in God
2. Belief in the divinity
3. Belief in spirits
4. Belief in the ancestors
5. Belief-in thepractice of magic and medicine

We have already indicated earlier (Griaule, 1965) that a complex and highly devel-
oped world-view and religious belief system was characteristic of the Dogon. The
samican.be said for other African tribes as well. Even a cursory review of the
,elements which go to make up an African belief system should show that these systems
cannot be understood solely'from the framework of a European belief system. This
brings us, to the fundamental principle of cross-cultural assessment. That is why.
the "Type TWo Question," "What-is it that you know" must always be asked if the
truth about "intelligence" or "aptitude" is. to be discovered.

In describing African religion further, Mbiti-makes the following point:

No line is drawn between the spiritual and the physical. Even life in
the hereafter is conceived in the .materialistic and, physical terms. It:,
is neither paradise)to be hoped for nor hell to be feared. The soul of
man does not long for spiritual redemption, or for closer, contact' ith
God in.the next world. This is an important element in traditional
religion, and one that will help us understand the concentration of
African religiosity on earthly matters, with-m.m'at the center of this
religiosity. It is here also that the question of: the African concept
of time is'so.important: Traditional religion iend philosophy are con-
cerned with man in past and present time. God comes into the picture
as an. explanation of man's, contact, with time. There is no messianic
or apocalyptic vision of God stepping in at some future moment to
bring about a radical reversal of mans normal life. God is not pic-
tured as an ethical,'spiritual relationship with man. Man's acts of
worship and turning%to God are pragmatic and utilitarian rather than
spiritual or metaphysice.1..

In short, according to Mbiti, African traditional religion islnot dualistic, and
permeates the totality of,man's orientation to his environment. Mitchell (1975)
has expresied a contrasting view which comes from Western thought. -
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In the Western view, man, the enemy of all things in the natural
world, seeks constantly to control and to exploit both his environf
sent and his fellow human being. Even though 'sunny' African axis-,

Una requires hard work and is pleased by such things as tsetse flies,
the African' had outward as well as inward reasons to be leas aggressive
and more trustful of the universe end its creator.

. .If Western,religious beliefs can be described'ai one where the believer .sees him-
self or herself distinct from other parts of the environment, then we have one
of the defining characteristics of the atomistic-objective style. Th. observerin this sense considers himself or herself to be .less' a part of the environment
being observed. Mitchell (1975) points out that African religions have neither
"founders" nor "reformers" and*that they have neither "authorized versions" or"canonical scriptures." Their. religions simply flow out of the life of the people.
Clearly this is a such more open-ended approach to belief and would conform to
many of the characteristics which we have listed as "synthetic-personal." Such
an orientation contrasts quite clearly with religion which is expiessed as
"orthodox," "authorized," "disciplined," and 'formally ritualized." Idowu -(1975)
agrees with Mbiti that the Africin,situation It one in which life is not divided
artificially into the sacred or the secular. Instead, the African tends to seereality as a whole,-in which the things of the earth (material things and man'sdaily activities) have meaning only in heavenly (spiritual) terms. On the

,matter of foriality, Idowu indicates that every cult nas its set liturgy and
that thliturgy consists of the pattern as well as the subject matter of the
worship service. These liturgies are, of course, unwritten. An interesting
point for our consideratiqh here is that if the participants is the liturgy areasked to recite outside the context of actual worship* Idowu found that veryoften it is either inaccurately or stumblingly said. _Me world-view peiception
and activity in this synthetic-personal style is such that things take onhean,ing and feel natural onlylu_Aisen

context and -not abstracted from that con -text. Idowu contrasts this attitude toward religious experience with contem-
porary atomistic-objective theological analysis.

o

Worse still, the theologian of today considers himself modern if he
adopts the laboratory methods in the seise"of researching and teach-
ing without being personally and emotionally involved. Thu3 he'has
become more and more theoretical and abstract to the detriment of
of truth which he is expected to be speaking and imparting.

'

(p. 10), [Italics mine)

The total integration of religion with all other aspects of life incAfricahas been described even more fully by Moiti. (1969)

Africans are notoriously religious and each people hasits own
religious system with a set of beliefs and practices. Religion
permeates all the departments of life so fully that it is,not easy
or possible always to isolate it...Traditional religions are, not
primarily for the individual but for his community which he is a
part.-..A number of beliefs and practicei are to be found in the
African society; these are not, however, forrlated into a-system-
atic set of dogmas whictlia person is expected to accept. People
simply assimilate whatever religious idettrand practices are held
or observed by their families and communities Where the individual
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Is) there is his religion, for le,is a religious being and it is this
that makes Africa so religious; religion is in their, whole-system of.
being...One of the difficulties in studying African religion and phil-
osophies is that there are no sacred scriptures. Religion in African
society is written not on paper but in people's hearts, minds, work
historyrrituals, and religious personages, like the priest, rainmakers,
officiatiag elders and even.kings...so then belief and action in an
African traditional society cannot be separated; they belong to a
single whole...traditional religions have no missionaries topropa-
,gate them and one individual 'does not preach his religion to anothir.i.,

there is little if any concern with the distinctly, piritual welfare"
of-man apart from his physical life; no line is drawn between the.
spiritual and the physical. Even life in the hereafter is conceived
in materielstic and physical terms (pp. 1-5).

An approach or attitude such as that'above is. in clear contrast to a reli-_
'gion which requites proselytising, written scriptures, permanent dogma, and iso-
lated religious practice. Indeed, for people who experiencerealliiiirWarii7----7
such atomistic-objective fashion, it is virtually impossible to make sense of the
African religious experience. -As observers, they will find it hard to "see" an
alternative approach, since they will be unprepared to accept it as valid.

uniformity, precision, and Codification of
European tradition and world-yiew. In

belief and practice was epproximate,-thematic,

The
belief are clearly derivatives of a
Africa, the expression of religious
and

values of staidardization4

The matter of translation of this oral literatIr..* is problematicil.
'There is no 'authorized' versionof a tradition any more than there
can be an official,version,of a Negro spiritual. I have seen in my
own sources as many as threeversions of the same proberb in the
original tongue. This" variety of versions produces a variety of
interpretations in subtle ways serving only to further complicate
the already confused implication. Compounding this difficulty is a ,

gap between English and the African language. -Thus it beComes under-
standable why such a survey of Black belief has not been-attempted
by more Black scholars in America. And Mbiti is.the only African
scholar to attempt a religious view of 'African folk belief.

(Mitchell, 1975, pp. 64 -65)11talici mine]

The experience of many Afro- Americans in the United'States in 1975'aannot
be understood except through recourse to a study of historical roots in Africa
and a study of African retentions in tie Afro-Americans' experience in America.
(Herekovitz, 1941) It is aIso^recognized thatin addition to African retentions
there is a new set of experiences which-has been. accommodated and integrated'to
form the-Afro- American core experience. Afro-Americans id the United States
today differ in terms of the degree to which they participate in'a "core"
Afro-American experience. This is due to the many different social environ-
mental factors. However, by tracing the development of the Afro-American eiperi
ewes and by comparing contemporary.core Afro-AmeriOan experiences with world-
views and behaviors on the African continent, an understanding of contemporary
Afro- American behavior is,possible. The same can be said of Chinese, Mexican,
French, NativesAlserican, Irish, or any other cultural group.
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The early slaves in America did not, as some history nas taught, come as

mipty Wessels. The restricted experience of slavery' and later segregation, far
from eliminating all elements of an African belief system, actually acted to
preserve many of those elements.

The early slave then was not an eager aninistwithout.religious_belief.
Rather in many ways he was already a 'Christian' believer and practi-
tioner. His apparent openness to the Christian faith stemmed fro his
desire to follow his strong religious bent in a manner more consistent
with his heritage...Slaves, not masters, took the initiative to trans-
late their African beliefs into English and,into Christian terms.
They sorted through the Christian Bible and selected the ideas useful
to them in the new slave experience. By the time the masters were.
willing to concede souls to slaves, 'satisfied that the Christiar faith
could be used to enforce obedience and increase market value, the
slaves hail long since established an underground version of the true
faith, and theme were well along on their own 'invisible institution'
or undergrouH Church.. (Mitchell, 1975, p. 10)

Not only aid. a unique Afro-American theology develop among may Afro-AmeriCans,
it-became the vehicle through which the distinctly Afro-American behavioral
styles were expressed. .it id.quite clear that the predominant
preaching style of early,Afro-American preachers and the. preaching styles of
Eurokserican preachers were quite different. If any'investigator doubts this,
it-is very_easy, even today, to detonstrate the difference, simply by having
Euro-American and Afro-American preachers representing the two traditions exchange
pulpits. ,.

This independence is evidenced by the frequenrippearance in the
slave narrative of a strong preference for Black preachers-rather

!.than White. The'Whitea who were able, to preach with Any'succees.
, et all noted that` the response seemed to be to pnality, gesture, ,

emotion, as opposed to,what they considered acceptable-.. In ,

,

their Euro7American ignorance, they were unaware of. the cultural sig-*
.

nels by which they had inadvertently affirmed Afridan identity. The

sounds and signs that constituted a Black communication code, easily .'
understood by*members of the., largely independent slave culture, were
mistaken bye Whites for gullibility and 'ignorance, whereas in fact,

...° slaVes were really culturally almost selklufficient and very,intelli-
gent. That they were perfectly capable of feading,White faces and of, , .:

> sorting, out Biblical. Ideas, was proven more thanonce,when they res.=
ponded with utter indifference or even in foot-votini (walking out)

/
, _ .

after an obnoxidls pro-ilavery sermon*. (Mitchell, 1975, p..33) .

. , . . -

''....-4

,

'Henri, Mitchell says that perhaps the mast significint single overt indication of
-1.-

Afro-American culture or style as-it pertains to religion is-the freedom of ,.

,
,

expression observed in the pulpleand- in the congregation of any given Black
Church. When an Afro - American cogregation.risists White style and conformity
and engages in free expression, it imports high importance to the feelin5s of ,

the person, This valuing of improvisation and feelingt-and resistance to confor- *.
mitvare characteristics of the synthetic-personal_atyle_that_permeates all_ ___

L.

aspects of the experience of thperson who practices that Style.
-J
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It is instructive to examine the freedom in the orientation of-some Afro-
Americans toward religious scriptures and, by extrapolation, any written
material.

1

The Black preacher is more likely to think of the Bible as. an inex- :

hagstible source og good preachitgraaterial than as an inetrAoctrinal
and ethical authority. He sees it as full of insights --werm'anCwise
and relevant to the everyday problems of a Black man. It provides the
basis for unlimited creativity in telling of rich and interesting
stories, and these narrations commanded.rapt attention while the 7-

eternal truth,iS brought to bear on the Black experience and the. '

struggle-for liberation. The. Bible undergurds remembrance and-lives, .

permanent relevance to whatever illuminiteadiscernment.'

The Black preacher does not merely use the Bible; at best, helots the
Bible use him. His intuitive flexible approach to the Bible leads him
to ask, 'What is the Lord trying to tell as today in this passage of
the scripture,' or 'What answer for today's' need does the wfiile sweep
of the New Testament give,' and 'How may I see it and tell'it in the,
language of my people.' The Black preacher ie. not addicted to pat

leialistic or literalistic answer's; they do not work for him.

The Black preacher; avoids the dead, - irrelevant formulations expressed`
in the language and the vision of set. When he is caught using .

such a crutch, he is probably edperat for material-ind plagiarizing;
or else he has lost some of his 'Blackn s' by-Studying in some White,

schools of th ogy. At his natural be , the Blackpreacher is not
so concerned w,h historical 'objective truth as with what might be
called religious truth. 1111Litionofnasnointemakiiblea

di textbook in science., For one thing, when he is preaching he is prob-

ably-not-interested in's...lance. Rather he is interested in the Bible
is a reliable index of God's will for man and in this broad concern,
science finds its proper perspective as óhe aspect of it larger -

reality. (Mitchell, 1970, pp. 113-114) [Italics mine]

OdEe again it becomes clear that freedom, improvisation, creativity, expreem
lion and flexibility are shown to be valued. Henry Mitchell illustrates.this

even further by tape recording Black preachers wheused,manuscripts..as found'
that when they use manuscripts well, nearly all of them-engage in interludes of
coapletely spontaneous elaborations or illustrations, and that when this
happens, the messages were plainlymore effective than when the pasiages were
stagy, read.- 'It is important to note as we, pay attention to Mitchell's analysis

,of 'Mack preaching' and 'Black belief,' that neither of these things is defined,
as a*, 'incomplete European religious system.' Rather the Afro-American belief

and itacce grows out of a special tradition .and has its own integrity.
Anothereiemple from Mitchell will help to fill out the description of a dorg:
nant Afio-American style.

The most certain statement one can make about Black preaching style
is that nothing is certain or fixed the first, thing that must be,

said about unusual mannerisms is thgt the-Black congregation is.very
1-.,',,permissive.r..It accepts a considerable variety of behaviors unrelated

the mossigein order (consciously-or unconsciously) to free

$

4
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*isobars to be themselves. One-preacher In.Wide demand by Blacks

and Vhites pops his suspenders when he is really - caught up. in his

2:;:misiags. Another unbuttons his collar and seems to dig his chin

e Into his chest. Another has proclaimed for years, 'Bless my bones';
still another starts his sermon only, after a long.and unbelievably

`intense, even stern, glare at the congregation; Black culture
Christians tend to :enjoy mannerism provided they are natural and
they add interest and si*nal freedom and authenticpersonhood in
which the congregation participates vicariously. the Black culture

preacher does not have to develop a striking mannerism or trade nark
in-order to be counted valid, but it certainly is not a handicap if
he happens to.engege in Strange and colorful action peculiar'to hiss
self alonev 1:ndividuality is celebrated en#4Steceptence is-communi-
cated by the congregation in a way enjoyed by all who havejnotbowed
to the Baal of White'conformity. (Mitchell, 1970, pp. 162-163)

The descriptions which Mitchell has given can be observed in a great number of
Afro-American congregations in 1976. lathe examples above, the following
specific via-des-or-aspects-of behpioral style (synthatic-per onal)- can be

identified*

1. Impro#sation'
2. Expressiveness
A. Emotion
4. Flexibility
5. Intuitiveness
6. Imagination
7. People focus
8. "Individual" existing in the group

9. NOVielti,

10. Uniquenes,
11. Thematic

s

It is also well to note_that many of these same characteristics would be-strange,
if not intolerable, to many, worshipers- in churches which follow Euro-American
religious traditions, i.e., Catholic, Lutheran, Episcopalian, Methodist Episcopal,
and so forth.

Students of religion will note very q4ickly that some Afro-Americans do_not-,
participate in religious traditions as described by Mitchell. They Will also --,,,:

.note that some Euro-Americans appear to follow a tradition quite similar to thit

described bq Mitchell. In truth it must be said that while ethnic group member-. '
ship frequently is associated with a giyen. pattern, behavioral style, or reli- , ..

-Oboe belief, clearly there are overlapping- exceptions to the rule. , .,..

... 'y
. k,

Afro-American Music as an Expression*of the Synthetic-personal Style

. Perhaps no better documented area of the variety of human experiences in
the.United States exists than that of music. As a consequence, our examination_
of this area will be more detailed than the preceding area of religious belief
lipi.practide. As was the case with religious belief and practice, we can-exam-
ine the area of musical expression and find in it at least three different:ways
evidence for the contiadting style of atomistic-objective and synthetic-personale

At this point the-descriptions of e "obsessixe-compulsive" style and the-
j -et

1
?,

'

1
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"hysterical" style by David Shapiro can be reviewed with such benefit. The three
things which are important to note area l) ThelSuro-Americrn has, tended to per-

'.,:-- Ciiite thi Afro -American experience from the point ofcyiew of the Type One ques-
._"tion'ADO yoti itnow-what I kncni2); 2) The traditional concept of "norm" takes on
_fresh meaning when tolaced_in.4-given cultural context, and has little or no
leatkingfwheas interpreted from the "norm" of another culture tradition; 3) The
;Valtiet ootpressed in the Afro-American musical tradition are almost totally con.;
igruent With the synthetierpersonal style, Shapiro's hysterical style, Cohen's. .

t
rrelational style, Hilliard's Afro-A:aerie:at' style, Weem's Black style, and
severalseveral other expressions of style. (Ornstein, 1974), (Ramirez and Zestaiede,

,1.1974),.(Witkin, 1967), (TenHouten, 1973) . -
c 0.,-

. , 1 Siraki (LeRoi Jones, 1963) gives an interesting: view of the contrast betweei..i. -,
..77,,;.ro ean (Euro...American) and Afritai.:(Afro..American)^music: - 4,,;,,,,- { .,. ..7.

*%..
, '. While_ the whole itean tradition- tries for regularity of pitch of
i - - of time; of tinge, -and of vibrato; the African tradition strives for

-

,
: the negation of these eleitehts. In language the African tradition aims,. . ,,,

,,at. circumlocutions rather, thanat the exact -definition. The direct
sta eent is considered crude and unimaginativeLthe veiling of all

.--....
.--.... cdptents in ever changing "patiptirases is considered the criterion of

llence of personality. .In music, the same iondenCy toward oblig..;_
I and elli sis is noticeable; no note is atiackedi straight; the

14 * vo ce instrument always epproachei it from above lor below, -plays
i -

1 . around the ' lied pitCh without ever remaining any length of time, ------.
and departs fr t without aver having committed itself to a single

ing, , The timbr a veiled and paraphrased-:by constantly chattg.7,
by vibratto, tremo and overtone effects. The timing and

ac entitations finally are no mad,' but implied or suggested, deny-
ing or withholding all sign posts. (Jones. citing Borneman, 1963,
p. 31) [Italics miner .

Ben 'Sidran 4971- suppirts Revoke's description. He states t 4t the White aesther ,
tic was summed up by Benny Goodman who said, "I am such a buirjh cura and 2E-

NfOrmance abott playing in tune and want just the proper note values... the
:T-written part if, I wanted it to sound. as exacts at the band cnuld poisiblyIt. On t_hal other 'hand, Ben Sidran no s o-American musicians even in

the b1g bandlontext develop idioms that relied no written parts.
Count Basie',1 rig band had up to 17 .men playing harmonically and rrhmically

.advancestrousic without any-written 'music! It is noted that the Black player,
even as-ha was becoming more involved with harmonic exploration _tended to use
his "ear" rather than to read music. The Afro-American musician played off-beat
in,order to avoid the stagnant feel -of Good"ran's on-the-beat. The Black musician'
chose to rely on increased vocalization or "tone impurity" to help to break'

through the paseigi:aitatchment of big band work and to return to the emotional
jut idiom.

White musicologists (analogous to cross-cultural assessment of intelligence)
have always had great difficulty in understanding and explaining or interpreting_ -
Afro...American music. Poi example, Jones (1963) cites White musicologists of the'"
18th and 19th centuries and even some in the 20th century who spoke of the "abort...,
Lion" of the diatonic scale, in African music. Apparently the musicologists were
unable to erstand that Africans were not using a diatonic scale but sal
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Africin stales\ a scale,that would seemludicrous when analyzed by normal methods-
of Western musicology. Jones (1967) shows that such misperceptions by cross
:Cultural assessors of Afro-American musical tradition have continued to the
present decade.

Themusicological analysis of jazz which has come into favor.
recently is also as limited as a means of jazz criticism as a 1-

strict sociological approach. The notator of any jazz solo or
blues hai no chance of capturing what is in'effect the most
important elements of music (most transcriptions-of blues lyrics
are just as frustrating). A printed musical example,of an
Armstrong-solo or of a Thelonious solo'tells ui almost nothing
except the futility of formal musicology when dealing with jazz.
Notonly are the various jazz effects almost impossible to notate,
but each note means something quite in adjunct to, musical note-
tien. The notes of a jazz solo exist,in the notation strictly
for'siesical reasons. The notes of a jazz-solo as they are coming
into existence, exist as they do for-reasons thit arconly tomcod-
-ta-litIYiftisiter: Coleman's cries are not-iusical" but they are.
music, and quite moving Music. -Ornette Coleman'sacreams and
rants are only musical once one understands the music his emo-
tional attitude seeks to create. 'This attitude'is real and per-
haps the most singularly important aspect of his music.
Mississippi Joe Williams', Snooks Eagalian, Lightning Hopkins,
have different emotional attitudes than Ornette Coleman. But all
of these attitudes are continuous parts of the historical and
cultural biography of the'Negroas it had existed and developed
since there-was a Negro in,America and a music that couldbe
associated with him that did not exist anywhere else in the
world. (pp. 14-15)

Ones analyzed by Western standards the Western critic or listener accord-
ing to Jones, (1963), will then utilize his own Western standards as a "norm."
For example, a Western listener will criticize. atonal and timbral qualities
of an African or an Afro-American singer, whose singing has a completely alien
end as a ',standard of excellence."

The African singer or Afro - American blues singer may have a hoarse or

shrill quality. Among some critics this quality.has been attributed to their,
"lack of proper vocal training," disregarding or in-ignorance of the fact
that among Africans and Afro-Americans, this quality comes as a consequence.of
a conscious desire which is dictated by,the culture and which is designed to
produce a calculated effect. Jones points out that a traditional Afro-American
singer and a Wagnerian tenor cannot be compared to one another in any way.
"They issue from cultures that almost have nothing-1n common and the music
they make is equally alien to each other." Jones says,"For a.Westerner to say
that the Wagnerian tenor's voice is 'better' than the African singer's or the
Afro4imericanblues singer, is analogous to a non-Westerner disparaging
Beethoven's Ninth SyMphony because, "it wasn't improvised. "' The Western con-
ceptof the "cultivation" of the voice is foreign to African and to most
Afro-American music. In the West, "only the artifact can be beautiful. .Mere
expression .cannot be thought te'be." (Jones, 1963, pp. 29-30)
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.T47
African music was, according to Jones:

...purely "functional",muiic whose-songs were used by young men to
influence young women, or they might be used by workers to make_
their tasks easier. It might be used by older men to prepare the
adolescent boy for manhood and so forth. On the other hand, "serious"
Western music,_ except for the early religious. music, has been strictly
an "art." One would not, for exam#1e, think of any particular Uie
for Hayden's Symphony, except for perhaps "cultivation of the s-' .7-
"Serious music"_(a term that could only have extra- religious mesa
ing in the West) has never been an integral part of Western life; do .

art has been since the renaissance...but in the West, themtriumph of
the economic mind over the imaginative," as Brooks Adam said, made

o
possible/this dreadful split between life and art. (Jones, 1963,
pp. 28-29)

It is particularly relevant to our consideration of behavioral style and
its relationship to zoss -c4tural assessment that we note the "translation"

Who uses the atomistic-objective style. As he or she

phenomenon.

content or

phenomenon, This was discuteed in earlier chapters when we described the person.

tasks from the synthetic-personal domain, we-may expect an attempt to be made
to "reconceive" and to "translate" the phenomenon or task into a more familiar
framework and vice versa.- For example, LeRoi Jones says that although-the
White middle brow had known about Negro music only for about three decades, he'
was already trying to formalize and finally institutionalize it. [Italics mine]
For Jones it was a hideous idea, Ben Sidraar1;71) spoke of the reaction of the
White music critic (another example of "translation") when Blacks continued to
follow developmental lines rather than the "rules."

The Black musician, in taking the process of cultural, definition into
1

his own hands, infuriated a vast number of Whites. Two major trends
pointed to the growing hostility of Whites toward modern Black music.
The first was the emergence of the New Orleans 'revivalist's' move -
ment, Which was spearheaded by White 'purists,' who sought to.apply'
both esthetic and economic pressure to hold back the growing wave of
smodernisms...the debate becam- -that the influentia critic I

Huguet Panassie went so far as. er to bop as 'heresy.' anassie's
attitude, not uncommon among1Thite critics in the '40's, was ignifi-4 ,

cant fof several reasons. First, it indicated the extent to which,
some Whites hid become committed to Black music, for to refer to an
idiom of Black expression as .a 'heresy' is to imply that alternative
idioms of Black expression-had been accepted as 'gospel.'

(Sidran, 1971, p. 97)

The situation got so bad that musical criticism was only able to redeem itself
many years later. Jones (1963) points out that the characteristic criticism
of "be-bop" in jazz fan magazines like Down Beat was so WO that they only .

recently had to re-review the classical be-bop records by such greats is
Charlie Parker and Thelonious Monk. Then, at this late date, they have given
them wild acclaim, because the first reviews seemed to be so wrongheaded.
Typical of the early comments are those cited by Jones which were expressed by
Sass critic Rudy.Blesh in the Herald Tribune:

71
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The irrelevances of be-bop are, exactly what they seem; they add up
to no unity, to capricious and neurotically rhapiodic sequences of
effects for their own sake.- Be-bop comes precariousIrcloie to com-
plete nonsense as a musical expression,..fer from a cu,1aination -of
Jaz:gobs-bop is not jazz at all, but an ultimately deganerated,form
of swing exploiting the most fantastic rhythms and unrelated harmony
thit it would seem possible to conceive. (Jones, 1963,, pp. 189-190)_-

_-.

Quite - clearly this critic as not simply expressing criticism, but a whole value
-system that was totally antithetical to that which has been described here as
syntheticpersonal. This critic apparently sought "order," "permanence,"
"imitation," "conformity," "regularity," and so forth. It is also important to
mote not,ouly that these were apparent values of the critic, but that this
_critic sought to impose those values on musicians whose expressions came from
a-totally different experiential frame of reference. They were unable to under- -
stand that there could be more than one "norm.", Once again, this is analigous
to the workpf psychometric or other assessments which are made cross - culturally.

Cuthbert Simpkins (1975), in speaking of another jazz critic, summarized
the basid problemin-cross-cultural musical assessment:

Hentoff's statement reveals at least threecommon failings of the
-critics of Black music, possibly music of any culture. He exhibits
the arrogance which blir.dethim to the fact, that he has not mastered
the saxophone and thereferi is incompetent to make statements like
"Coletrane&..continues to improve." Secondly,,he confuses inability
with. honest differences, writing4"...Coletrene's tone is often
strident-at the edges and rarely appears able to sustain legatto soft-
ness as Getz can." Hentoff seems not to haVa considered the possi-
bility that each musician may have his particular sound because he
likes it, not because he can't produce a particular sound; thirdly,
there is bias. Hentoff wqpld like to hear certain types of "softness",
in the record. This is eValue judgment which indicates shallow
thinking not unique to Hentoff. He states that gentle sounds are
more complex to do,...thatthe "power"-in Coletrane's playing as
"spontaneous emotion" is less complex. Who coup , say that power is
simpler than' gentleness. Hentoff seems to have one standard to which
he would like every musician to adherii7(S Mkins, 1975, pp. 63-64)

[Italics mine]

What has been revealed in this examination of musical criticism is more the
ocritic's personal preference or attitude t ward what music is "supposed" to be
than a description of what jazz is. The c iticli criteria are applied not only
to Black music but to all American music as well. However; these criteria are
simply one alterdative from among many for inking about music. Clearly the
Alto-American, in general, has come from a edition quite different from that
of theEuropean.- Ben Sidran has captured a art of the esse#eOf the Afro-
American aesthetic. He shows that the abili to experience and to communicate
"emotional" content on a broad level is a sa eat characteristic of the Afro-
,ftierican musical tradition. He points to "or man's"

`

failure "detatch
intellectually" from experieice, and his unveil ingness to "categorize," "special-
ize," or "analyze" experience. Ultimately, thi has been a_strong point in the .

survival of Afro-American music in American cult re. Note that this criticism

t-
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is really a reflection of atomistic - objective values.'

Afro-American music can be described in its own right, without unduerefer-
enceto the Euro-Americancultural stream. Jones (1963) shows that melodic
diversity in Africmusic came not only from the actual arrangement of notes,
but from the singer's unique vocal "interpretation." In the African tradition,
the meaning of a word night be changed simply by altering the pitch of a word
or.changing its stress. This signal system carried over into musical expression.
It has already been pointed out that African music is "functional." It is .

"improvised," "spontaneous," "social," "free," "emotional," "flexible," "expres-
sive," and "intuitive." These characteristics are very close to the description
that we have made of the synthetic - personal style.

Taylor (1975) has summarized the contrast between Western and Non-Western
(African music) using Charles Keel's graph. This contrast.is also very close
to our contrast of the atomistic-objective and synthetic - personal styles. .

Characteristics

Mode of construction
Mode of presentation
Mode, of understanding
Mode-of.response
Guiding prindiples

Technical emphasis

Basic units
Connunication analogues
Gratification
Relevant criteria

European /Western

composed
repeated performance
syntactic
mental
architectonic
(retentive)

harmony-melody-
embellishment-vertical
"sound term" (phrase)
linguistic
deferred.
coherence

African/Non-Western

imprOVised
single performance
processual
motor
"visual drive"

(cumulative)
pulse-meter-rhythm-
horizontal

gesture(phrasing)
para-linguistic
immediate
spontaneity

In the Afro-American musical traditiod the "solo" is rare-(Oliver, 1970).
-As has been mentioned before, the "writing" or- "phiasing" of much Afro-American
music transforms it into something else. For example, Janet Robinson-Murphy
COT about how inadequate the song books were for the Jubilee-Singers.
She mentioned:

There was nothing in the.song books to show the singer that he must
make his voice exceedingly nasal and undulating, that around every
prominent note he must place a variety of small notes called "trill-
ing" and that he must sing noted not found in our scale; that he
must on, no account leave one note until he has the next one well
under control. He might he tempted...to take breaths whenever he
came to_ lle end of a line or verse, but he should carry over his ,

breath froekline to line and from verse to verse, even at the risk
of burstin5A1 bloOdIessel.. He must Often drop from a high note,to,
a very lo;' one. Re must be very carefurAo-dtvide many of his mono-
syllabic words into two syllables...He met intersperse his singing
with peculiar huMing sounds -- "hum- m -m-m." (Oliver, 1970, p.:166)
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Another integral aspect of the traditional Afro-American style in music
. is "playing by ear." Locke (1969) pointed out that the Afro-American musician

had a whole chain of musical expertise. He had to have a musical "ear" and an
"instinctive" feeling for. harmony as well as the "courage" and gift, to
ise" and ."interpolate.". Finally, he had to-have an uncanny sense for "total

_effect." 'When musicians are required to read music in order to play, the domi-
nent_value which is expressed is "pre-conception," whereas, when a musician
masters the art of "playing by ear," the. dominant value is "creative conception."

-At its best, as in the music of Ornette' Coleman or other improvising soloists

such as Charley Parker, their purely extemporaneous statements cannot be ripio-

duted-by any notation (Jones, 1963. Indeed, to do so would be a fundamental

violation of the value system. of their behavioral style. Traditionally, the
jazz musician's music has been created out of the interaction between the combo
and the audience. Feedback fromthe audience has played a major role in that

_creativity. There-simply is n47way to notate feedback, to reproduce it or to
,pre-conceive it.. The values expressed in either style are appropriate to that
styli. To judge'one by the standards of the.other is pure insanity.

.44

Early'Afro -American musi', like even earlier African music, was also pri-
marily "communal."

Primitive jazz, like. most Afro-American music that prededed it, was
a communal collective music. Famous primitive ensemble styles of
early jazz allowed "off- breaks" or small solo like statements by_
individual player's, but the formal intent of these breaks was still
dominated by the formal intent of the nsemble; they were, usually

...-just quasi-melodic pudituations at the. end of the ensemble chords,

`jaiz, even at the'time of Oliver's Creole Band,` was 'still a matter of
collective improvisation, though the Creole Band did bring a smoother

and more polyphonic technique to the ensemble style.
(Jones, 1963, pp. 155-156)

One of the most time-honored aspects of Afro-American music is "freedom"
and "improvisation." The traditional Afro-American musician detests cliches.
They strongly resist confinement. ,:

He (John Coltrane) didn't wear socks and hadn't worn underwear since
he was eighteen, He disliked, anything that yds restrictive, from
music to the clothes he wore. Once asked about utilizing Shoenberg's
twelve torte system in his improvisations, his answer was "damn the-
rules; it's the feeling that counts; you play all twelve notes in
your solo anyway." Around the house he would flop around in old,
soft shoes with the back of his shirt half-way out in a comfortable
carefree manner. When in Philadelphia he once bought some new stylish
shoes, but they were uncomfortable. and he.wore them only long enough
to show his mother. (Simpkins, 1975, p. 107)

Not only did Coletrane resist conformity in music, he refused to impose conforsr

ity on others.

Look man, 1 can't tell anybody how to play their instrument. I can
just about play the saxaphone. I'm busy working on that. I can't
tell anybody how to play their instrument, so don't ask me. Just
music is the subject matter, this is what we're doing.

' (Simpkins, 1975, p: 127)
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An interesting variation, and approach to improvisation, occurs often in ul

many Afro-American churches. Fauste (1944) has observed that often there is -
only a piano to accompany the singing in church, and that an interesting thing, /
about the player of the piano is that he usually picks up the melody according
to the key of the singer. This reverses the practice in orthodoxchurehes,wheref-.,
the instrumentalist first gives the key to the singer and the singer follows. It.
should be clear that the value of spontaneity is served to a greater degree for/
the singer if the singer has the "freedom "-to initiate the desired key. In it
another` musical_ this might be intolerable. It's a matter-of stile! e_l

Earn Sidian reports on an anecdote that is"both comical and instructive
/

about Afro-Amerftan and Euro-American musicians.-

King Oliver who ultimiately brought Armstrong up from thetouth ind(
with -him Armstrong's first recording, had an elaborate ryiteM of I

0 signali worked out-:with his man to keep his improvizational tech- i
nigUes a secret from otheri; he would use these signals, for example,
after hii'playing when' the 'alligators' would" take out their pens land
pencils and copy down his music on napkins, table cloths, and even
shirt cuffs. This professional jealousy had a very subtle effect on '
Blacksocialization. On the one hand it seemed to stimulate and
increase the importance of innovation, or at least of ihdividuatiol
within a normally group-oriented society. On theother hand,-the
stress on the individual tended to alter slightly the warm, "extended;'
family" pattern of socialization in the South and- to replace this
greater group interrelation with small musical 'in groups' or 'clans.'
This 'in-grouping' is perhaps a central cause of the exoticism of-.
.Black music in the urban ghetto.' as:each 'clan' attempted to out-
perform and surpass rival groups witheven bolder innovations.

'It can be seen through such examples that the African and early Afro-American
styles are evolutionary, are modified by and modify any musical tradition that
it touches.'

It was mentioned earlier that "writing" traditiOnal Afro-American music
operated as a constraint on the_performers who coke from, an expressive tradi-
tion._ It has been noted by some, that the advent of recordings produced the-
same restrictive effect. As Ben Sidran hasindicated, not only did recordings
"freeze" music and allow critical "distance" and "preconception" to develop,
but because of the three minute time limittof the early electronic recordings,
the extended improvisations of the Afro-American were curtailed. The musicians
were forced to encapsulate their ideas, to pre-structure their "improvisations"
in order to fit the record. Moreover, they had to aim their. music at a "tech-
.nological" rather than a "human source" of feedback. This forced Afro-American
musician's to accommodate by developing a sense of abstraction and a new profes-
sional distance from their music.

A word should be said about improvisation. Occasionally it seems to the
Western observer that improvisations are totally free and that there are no
"rules." In improvisation, however, the theme structures the performance.
An e:cample from Africa is cited by Oliver:

The crossing of the beat must be established after that;is done.
Additional drums may be Wed with main beats of the bar coinciding
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with one ofother of those already beating, Father Jones has explained,
but with a ;afferent rhythm; or in the case of the master drum, once the
first two drums have established a cross rhythm,"he may do just what he
likes. He usually creates a series of/ rhythm patterns whose main beat
crosses at least one of the other drums. Professor Nketia pointed, out

that the rhythms are conceived either unilinearlywith the pattern
`assigned to one drum or a pair of drums played by one man onto many
drums played by different men-. In theLlatter case, a number of the

*4%r-seme types of drums or different drums may be playing a partiCular set
's of rhythms together,;' or multi - linearly where dumber of rhythm pat-

terns or adopting different sequences ofpatterns in such a way as to
off-set some beats of their respective patterns.' Against these may be-
played hand claps, often by two or three individuals or groups of people
whose clapped rhythms are also played against each other while the 'gong'
or clapperless'bells establish a metronomic time signal. The sugges-
tion that the master drummer may 'do just what he likes' is rather mis-
leading, for the length and character of the rhythm phrases are deter-
Mined by the function, the nature of the dance,'ind the 'piece' that is
being performed. Improvisation isvin fact, very strictly controlled.
As Nikesha,has pointed out in the paper on the music of the Gala people,
'The drummers. of an,enseMble cannot just drum what catches their fancy,
they have to know what is required of them in respect to rhythm and
tone, they have to know the basic -parts assigned to each drum and how
they are intended to be combined; for although the resources of the
drums are limited, they-can be arranged in different ways so as to pro-
duce drum pieces which can be clearly distinguished from each other.'

(Oliver, 1970, pp. 35-36)

A final word needs to be said regarding the matter of "emotionality" in -

Afro-American music. The power and emotion of Afro-American music is illustrated
byLeRoi.Jones (1967) by recourse to the imagination. Anyone who is familiar with
popular rhythm and blues orchestra leader and singer James Brown can fry the
following exercise. Imagine James Brown in the lobby of a huge bank singing his °

million seller "Money Won1t Change You, but Time Will Take You Out." As Jones
.says, "If this is played in a bank, the total environment is changed. Not only
the sardonic.comment of the lyrics but the total emotional placement of the
rhythm; instrumentation, and sound releases an energy in the bank that summons
images that take the bank and everybody in it on a trip, that is, they visit
another place, a place where the Afro-American lives."

Once again it can be seen through an additional dimension of human experience
that the core behavioral style of a people causes experiences to be constructed.
around that specific group's cultural norm. It should also be seen that mo real
understanding of an "event or "behavior" is possible apart from a consideration
of that event or behavior'Situated in its cultural context.

-
The Ex ression of Behavioral St le Throu h Lan: a e

Language is far from an incidental matter. No discussion of "intelligence,"
which is known almost totally through language, can be intelligible apart from a
full appreciation ofthis culturally situated and'embedded process., Shakespeare's
Caliban and Prospero offers us an excellent model for consideration.
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Caliban and Prospero: as G.,Mannoni and George Lamming (born 1927)
have pointed out, the relationship between these two characters in
The Tempest, can be interpreted,a. similar to the relationship of Ile
two opposing aides in a colonialist society. This is not, of course,
to drag Shakespeare into isodera.controversiwor.credit hialwith ideas
some wig ahead of his ties! But the parallel drawn strikes as as
highly illuminating, and I believe can be followed up further than
has been done by Mennoni and Lamming., "

Prospero has givenCaliban Language; and with it an unstated history
of conaequenies, an unknown history-ofluture intention's This gift
oflanguage meant not.English, in particular, but speech and concept
As a a method, a necessary avenue towards areas of the self which
could not be reached in any other way. It is this way, entirely.
Proaperes-enterprisewhich makes Caliban aware of possibilities.
Therefore, all of Caliban's future --for future is the very name for

derive,from Prospero's experiment, which is also
his risk.

Provided there' is no extraordinary departure which explodes all'of
Prospero's premises, then Calibanfand his future now belong to
Prospero...Prospero lives in the absolute certainty that Language, which
is his gift tG Caliban, is the very prison in which Caliban's achieve-
ments will be realized and restricted...

Lamming is right: if Caliban is no more than a part of nature, he -41.1
never be able to break out of the prison of Prospero's language:- all
the culture he can obtain, as is Prospero', intention, must then derive
from Prospero's language and mentality; and everything Caliban,does
will be derivative. But suppose Caliban is also part of a culture, a
-different culture unfamiliar to Prospero. Ciliban remembers this but '

can grasp it only in images, not words; he is imprisoned in Prospero's.
language and his own servility.

Qnvi Caliban has recognized the limits and roots of Prospero's power,
he may try some further unsuccessful revolts, but if his urgeto free -

dom'remains unbroken, the idea is bound to occur to him in the.end--
helped by the education Prospero has given him, however defective,
that his mother's powers, the voices, the instruments and the riches
that drop in dreams, all belong together: that they fora a culture,
but one very different from Prospero's book culture. He, Caliban, must ,
at last wrench this from dreams into reality, in other words, consciously,
recognize it. He does this through language, Prospero', language, for-
he possesses no other.

So he captures', in his own and Prospero's language, a culture Prospero
did not create and cannot control, which he,-Caliban, has recognized
as his own. But in the protium the language is transformed, acquiring
different meanings uhich Prospero never-e*Pected. Caliban becomes
"bilingual." That language he shares with Prospero and the langUage he
has minted-from it are'no longer identical. _Callkan breaks out of the
prison of Prospero's language. This provides a new point of departure.
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Prospero', lessons cannot be unlearned, so Caliban will continue to

understand Prospero'. language. But Prospero will have only a partial
grasp, bf the language which is now'Caliban's own, so. long as he retains

i his old attitudes. He is bound to miss essential parts, nuances and
references, everything that relates to that different cultural back-

ground, and so he will misunderstand Caliban's new language.--.

But Prospero can.have himself initiated into the new language, which

has been extended by Caliban to take in new fields of experience. The

condition for this however is that Prospero isksCaliban uestions,
that he is willing to be instructed is instructed. In fact he

must abandon his colonialist arro *nee shed his claim to be the
master race, and consort with Caliban on the same level.- Thus Caliban's

eat o the chance of tune-
isuingrotyrItintoah(umaneperson,Jszheinz, 1969, pp. 239-243)

If it takes two points to make a line, i third point will help to verify the
line. -Having-looked at religion and music, we will now turn to a third and final:
detailed example of. how an-understanding of behavioral style is required for any
meaningful interpretation of human experience. Although there can be many other

points along the line which we have been following, language, is'a particularly
important pant to consider, especially when it comes to the assessment of "apti-

tude." It is important because language is the primary tool through which we have

attempted to obtain information about the "intelligence" or-,"aptitude"-of other
individuals. Any lack of sophistication in understanding how language works will
preclude the possibility for rational analysis and assessment in cross-cultural
settings, Virtually all "IQ" tests depend upon language. Yet, there is no
cation that any./Q test has been developed so as to take into account the varia-
tions in vocabulary, syntax, para - language, or other aspects of language for which

major cultural alternatives or styles exist. The psychometrist's insistence and
dependence upon "standardization" seems to require an assumption of a common

...itvsellEE, a common syntax, cl!(Ettww-thawieo_nimur and a common cultural
situation. For it is only by asking the erroneous assumptions that differences in
performance can be compared in a "standard" way through "standardized tests." Yet,

even a superficial examination, -with a limited knowledge of linguistics, and socio-
linguiitics in particular, reveals that it is a gross error to proceed in that. We
May not know all that is needed to remedy poor assessment. However, we can see

eleariy,where major'problems exist.

I

In education as with many other areas in the behavioral sciences, the primary
tool for accomplishing professional tasks is the tool of language. It is remark-.

able indeed that so few educators, r behavioral science helping professionals have
studied this tool systematically. Fewer still have developed the expertise to

!apply it skillfully, Understanding.language and how it works is not the same
i thing as being able to speak a language. The failure to understand this simple
principle is at the root of much of the malpractice which occurs in the area of
cress-cultural assessment. There have been sensitive and sophisticated observers
of the dynamics of human interaction. Frantz Fanon (1967), an agerian psychia-

trist, was among the keen observers of human behavior.who truly understood the
dynamics of language and the.effect that language had on,communication and under-

standing.
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To speak means to be in a position to use a certain syntax, to grasp
the morphology of this or that language. .What it means above all is
to assume a culture, to support the weight of a civilisation...A man
Who has a language, consequently possesses a world expressed and
implied by that language. What we are getting at becomes plain._
Mastery of language affords remarkable power. Paul Valery.know this,
for he called language, 'The God gone astray in the flesh.' (pp.17-18)

Some human service professional practicioners seem to have understood the
problem somewhat. For example, attorneys at law have understood the critical
need. to master specific techniques of communication. For them it is not simply
a matter of spetking'good English, although that is important. The successful
practice of law actually depends,-upon the skillful manipulation of English,
either written or oral in order to create a-mind set, to structure relations, or '
to pinpoint meanings. More than that, as a part of-the law curriculum itself,
attorneys study the technique of asking questions in order to utilize courtroom
or interview interactions, to maximum effect (Hilliard, 1974). It has been but
recently that educators have begun, to pay systematic attention to their primary
tool, Studies of questioning strategies are now quite common. However, there
is a general ignorance in our fieldsof the knowledge and insights possessed by
the soc/olinguist. Those who function in the area of psychological testing, have
paid a tremendous cost for this ignorance.. However, the Children who have been
misissessed. have. aid a cost Which is geometrically higher than that.

The understanding of sociolinguistic principles would have eliminated decades
of misaseesmment of the intelligence of "primitive" peoples. It was
Benjamin WI-,rf (1956) in.1927 and for several years following.who understood the
connection between language, culture, world-view .andthinking. For example,
Whorf indicated that Indoi.Eu opean languages can be roughly calibrated English,
French, German, Rftaian, Latin, Creek and the rest;but when it comes to Chinese,
Mathmia, and Hopi, calibration, says Whorf, is structurally difficult, if not
iupdssible. Speakers of Chinese dissect nature and the universe differently from
Western speakers. A iitilldifferent diesection,is made by various groups of
American Indians, Africans and the speakers of other languages. Whorf and his
analysis also put to rest the Mythology aboue "superior" and "inferior" languages
and thinking. For example, he noted that among the Hopi, events alwayt include
"space" and "time," since neither is found alone in the Hopi world view. ,There-
fore, his language gets along adequately.without tenses for its verb, and permits
the Hopi to think habitually in terms of "space-time." Whorf goes on to indicate.
that to properly understand Einstein's relativity theory, a Westerner must abandon
his. spoken tongue and take'to the language of calculus. However, a Hopi has a'sort
of calculus built into him; Whorf indicates that Hopi is a better language for'
.scientifielinVestigation than are the European leiguages.

Relatively few languages of the cultures have.attained to modern civili-
zations and promised to overspread-the globe and cause the extinction of
hundreds of-diverse exotic linguistic species4 but it is idle to pretend
that they represent any superiority of type; On the contrary, it takes
but little real scientific study of pre-literate languages, especially
those of America, to show how,imuch more precise and finely elaborated
the system of relationships in many such tongues than is ours. By com-
parison with many American languages, the formal systematization of
ideas in English, German, French or Italian seems poor and jejune Why,
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for instance, do we not, likegthe Hopi, use a different way of express-'

ing the relation of channel of sensation (seeing) to result in conscious -
---4"'''-ness, as between 'I sip that it is red,' and 'I see that it is new.' We

fuse the MO quite different t?pes of relationships into a vague sort of,
connection expreised by 'that,' whereas, the Hopi indicates that the first

case presents the sensation 'red' and in the second, 'seeing' presents

unspecified evidence from which is Ar-un the inference of newness...
Doss the Hopi language show here a htF r plane of thinking, a more

rational analysis of situations, than our English, of course it does.
In this field and in various others,- English compared to Hopi is like a
bludgeon compared to arapier.,- We even.halie to think and boggle over
the quettion for some time or have it explained to us.liefore we can see
the difference in the relationihips expressed by "that' in the above
examples; whereas, the Hopi discriminates his relationships with effort-
less ease, for the forms of his speech have accustomed him to doing-,a0;

4,
(Whorf, 10569.p. 85)

Wharf, goes on to say that many American Indian and African languages abound in finely
wrought, beautifully logical discriminations about causation, action, result, dynamic
or energetic quality, directness:of experience, etc., all matters of the functions

of thinking, indeed the quintessence of the rationsa. According to Whorf, in this

respect, Hopi far out - distances, the European langdages. Whorf takes issue with-

such words as "pre- literate.." He indicates-that, far from being sub-rational,
---upreu-literate" or "primitive" communities may show human minds functioning on a

higher and more complex plane of rationality than among the so-called civilized maw.
Whorf indicates that we do not know that civilisation is synonymous with rationality.

Stewart Chase wrote the foreword
sented an excellent set of printiples

-7- assessments which-depend upon the use

to Whoriis book. In that foreword he pre-
.

which have immediate practical relevance for
of _language: _

1. There is no one metaphysical pool of universal human thoUght.

2. The speakers of different languages see the cosmos differently,
evaluate it differently, sometimes not by much, sometimes widely.

3. Thinking is relative to the language learned. -There are no primi-

tive language's.

41 Research is needed to discover the world-view of many unexplored

languages, some now in danger of extinction.

5. rimew ere along the line it may be possible to develop a real

inte ational language. SoMeday,:ail peoples will use language at

cap Ity, and think much straighter than we do now.
(Whorf,'1956,

Much more can be saic regarding the principles of sociolinguistics which have
developed to a high degree since the time of BenIaiin Whorf. Such writers as

Roger Shuy, Rudy Troike, Orlando Taylor (1975), Harrison (1972), Andrews (1974),
Birdwhistle (1970),Scheflen (1974)p Goffman (1969), Fisher (1974), Farb (1973)9-
Hall (1959), etc. have helped us to understand. how language works. It is the

height of professionil folly to proceed in the development and use of tests of
"intelligence," whictionlanee, without an appreciation of messages
of linguists. This is must know information, not simply nice to know.

Once we understand that cognttive.and behav,oral style are reflected in the
. .

language which is spoken by the Child, and by the professional-as well, we can
.
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begin to use that information in order to structure assessment processes. One of

thcreasons.that we have. been,so backward in the United States in understanding
how language works, is that the traditional approaches to linguistic study have
been largely from the perspectiveof the "atomistic-objective".style.user.
VygotiF.y (1962) picked up this trend:years ago between 1924 and 1938.

. .

-':?---------------------- --- The atomistic and functional modes of analysis prevalent during the

A ,/
d

last decade treated psychic proses es fin isolation. Methods of
research were developed and perfect with a view to studying sepa.
rate functions,while their interdependence and their organization,
in the structure of consciousness as a whole remained outside the
field of Investigation.' (p. 1) .-

1 ,

Vygotsky felt tha it was possible to.trace the idea of identity of thought and

eeeit

-speech from the eculations of the psychological linguists of his time, that
"thought is sp Ch minus the sound, " -to the theories of modern American psychol-
ogists and reflexologists vho came to consider thought as a reflex inhibited in
its motor part. Vygotsky saw that in all -these theories, the question of the
relationship, between thought and speech lost its meaning. If they were one and

the same thing, no relationship between. them could arise. Vygotsky took a.criti
cal swipe/at the method of analysis which was adopted by most linguistic investi-
gators. The methods which Vygotsky criticized were congruent to the one that we
have called atomistic-objective. - .

/
.

The-first mo-hod analyzes complex psychological wholes into elements
It may be compared to the Chemical analysis of water intoWrogen and
oxygenvneither of which posses&es the properties of the whole and each
of which possesses properties not present in the whole; The student'
applying these methods in looking for the, explanation of some property
of water--why it extinguishes fire, for exaniple--woild find-to his

.

surprise that hydrogenburns and oxygen sustains fire. These disco4ier-

will not help.him much in solving the problem. Psychology winds
u in the same kind of dead-end when it analyzes,,verbal thoughts,
into its comnents thought and word and studied them in isolation
from each other. In the course-of analysis, the original properties

/ of verbal thought have disappeared, nothing is left to the°investigatOr
but to search out the-mechanical interaction of the two elements in the

___
hoe of reconstructin g. in a purelL- spem ,w the vanished

Properties of the whole. CP. 3) Mali mine ICS

,

Vygotsky preferred an alternative to that approach. He thought that the right
.course to follow was to use a method of analysis which he car hj "analysis-into
units." By unit he meinta product of analysis, which unlikeiiements, retain
the basic properties of the whole and which cannot be further divided without
losing the . Not the chemical composition of waters but its molecules and their'-,
behavior v

13/7
e the-key to the understanding of the properties of.water. The true

unit biological analysis would be .the living cells since it possesses -the baiic

properties of the living organism. When it comes to verbal thought, Vygotsky

.believes that the unit of analysts should be "word meaning." The importance of.

Vygotskrripproach is that like.Whorf, he recognized the complexities of the
communications process, and that it could not yield to the kind of atomistic
anevsii that would permit the development of the kinds of assumptions whiCh
unde4ie contemporary standardized tests of intelligence. The implicit assump-

tions are that world-views may be ignored, unique experiential pools may be
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ignored, and that meanings may exist in the abstract, unconnected to.any cultural
setting. It is hard to belieie now anyone who understood the principles of lin-

guistics, sociolinguistics in particular could hold such a. position.

Thibbrings us to-the use of language in contemporary assessment, processes.
A close examination of the intelligence testing movement will reveal.that virtually
.all they sociolinguistic insights have been overlooked. 'One A 'the consequences of
such an unsophisticated look at the assessment-process_is,that melf children who

.

actually have high ability are misassessed and are libelled as having low abilitY.
But, an even more startling consequence to many,educatc0,is the fact seldom con,
sidered, that i that children who are measured as having high "aptitude" or
"intelligence" f quently have achieved that rating only because they resemble the
culture of the pe on who asked the questions and they frequently have less
ability than has be indicated. They are "false positives." For-example, Cohen
'(1972)-has described the,situation as follows:

Children of educated families all.too often use words to conceal their
ignorance, because they have.leirnedthat words please their parents;
and the desire to'please comes to outweigh the desire to knowvor they
will use words to conceal-their-feelings, since some parents make it
clear that stromearly childhood feeling is not appropriate in'a houSi-
hold of, controlled adults, or they will ask questions, sometimes the
same ones over and over, not as an, honest search for infirmation but
as a means.of engaging an adult whose generosity in resiadiag to a,
child is likely to occur in the COgitive areas. (p. 58)

One of he ways to keep from making errors in. assessment is to apply, the
understanding of behavioral style to the area of language. Many investigators have
'noted such relationships. Without looking too hard, one can find the sama values
and elements reflected in language Styles that have been described earlier in
religion andlmusic. These styles are reflections of bailie polar personality styles,
and the intermediate styles which were discussed earlier. For example; the dominant
atomistic- objective style reflected in language in America calls for an approach to
language which emphasizes thelpirmatummt" meaning of words, "conformity" in'vocabu.
lary, "conformity" in linguistic structure, "narrowing the focus" in language to

exclude "pare-linguistic" featUres, "standardizing" the language, and viewing
language as"abstrace-and "disconnected" from a particular cultural context. The
evidence that these assumptions are working is found in the high and growing
commitment among public schools and higher education for "literacy requirements.",
Discussions about the "literacy requirements" usually carry the assumption, not
only that there is a standard language of convenience, but that there is a .

" standard" language, meaning a superior language, to.which all citizens must con-
form. When a student does not demonstrate a familiarity with the "standard lan-
guage," the prevailing. assumption about the student is not that the student has
"another language and experience" but that the student is "unintelligent:" One
is reminded here of the narrowed perceptual,range of the obsessive-comPulsive and
the obseasivecompulsive'S inability to feel comfortable with novel experience.
"Literacy tests" then are frequently used tools by assessors who express a particu=
lar behavioral style. It can be shown here through language, that if the'intent
is to discover " intellijence" and not communicative conformity, the assessor will
1747;;;;Ind to expand the approach to include uSing_any experience which, any
student has! For example, Williams (1975) has spoken of the discrepancy between
evidence for intelligence in school and evidence for intelligence expressed through
the child's normal experience:'
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Black parents =id teachers have long noted and expiessed bewilderment
over the striking difference in fluency. between acholastic and non-
scholastic,virbal behavior, -in-Black Children. This difference can

-.11e accounted for by the students' free choice of language once removed
from the ridigity of the clasiroom. This freedom assumes the form of
ethnotropism widely used in Black culture.

.
.

1. Getten over like a fatrai in *si Cheese factory.
_2.. That ain't- nothing, man, ice it!
3. Higher than nine kites- on a breezy day.
4. -Han that dude net -really stroking.

,Just as -cool as- she wanted 'to be.
6. I don't know; what page yos-on.
7. .-',Tou on -theywrong Channel, lung, Int

-Jimyhie-was making:it -end making it.
9. gonna but_your hip boots.: on.

10. -Lay-Aut.-01r you get wired'up-.
11: -Laying .on* the cut till I'm hip.
U. Freeze that -shit and apace.

Metaphor is thk.most -imaginative and creative device of language.
the feupreme ethnotroph. It shows a capacity for a

deve oped sense 9f the,.beantY ,'ethnotropisms of language.
HeiaphOr. is a high 'level of 'abstract symbolization, of- logical
'analogy deicribing whatever Its meaning symbolizes...the
essential ambiguity of metaptiiii is usually resolved by contextual
clues, onvergeat concepts, and knowledge and 'expedtationit of the
isembers2.9f;---the culture. In 'conventional standard usage; one isttaught kiiroid unambiguous metaphors, for they obscure literal
reariing. ,(p. .87)

The Black child who is- et home with tlie metaphOrl presented above, but who has no
Opportunity to use hip or her understindilig of those metaphors in order to express
bis "intelligence," ie no _"deprived"-4but is being deprived by someone of an oppor-
tunity to demonstrate intelligence which exists. The further: example of a part of
the rich experience aflame Afro-American :Yotuigsters follows. Dr. Ernie Smith
-.(Williams, 1975) gives la P9i8neet, detailed de*cription of his coming of age "in
the streets.",

Walter 'N., a fellow-who_I consider to be a top-notch player and a man,
first taught pie the pimping genie. School Boy, which was Walter's moniker
or nick -nine in the fast life, taught as all of the pgycholinguistics of
survival within and outside the street-culture. -He especially emphasized
the necessity of my developing an ability to linguistically code switch

''' in 'proper' Efiglisk.f- Unlike stuff playing and slum hustlin, which are
hustles which, require a proficient and skillful use of linguistic,. para-1
linguistic, semantieslues 'honeying -an ignorant personality, -sweet I
mouthin's rappin', and especially main', required a complete reversal
in roles;- SchoOl Boy not only taught me the nuances of the fast life, he
perifitently Urged 0ott I pursue, and strongly influenced my having con-
tisiied to completion, a post4econdary _education. (p. 81)

-- A
;
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'At;_nne point in Dr. "Sweet-Ernie" Smith's life he was regarded by the school

istaf414. "mentally retarded." He could only have been regarded so by a psycholo7

gist or$other assessor who had a limited personal ex0eriential.pool and, therefore*,

failektwunderstand enough of Dr. Smith's experience as a real world experience.

, _ ,A skilled psychologist or other assessor would know how to let Ernie use his own

experience ai-eyehicle to permit revelation Of his cognitive skills. Yc

Sidran (1971) has said that -ne can easily understand why White or Western

historians have tended to minimize'or omit the study of "orality," since they are

"writers" by cultural tradition, a tradition which places no value whatever on the
absence of "literacy," and as such, they have little, if any experience of the

orality. Also, Sidran clearly, perceives, u did Benjamin Whorf many years ago, the

fact, that language and world-view are intimately tied together,'and that world-.
iiewand language reflect the way individuals structure and participite in their

World. For example, in.the Afro-American world view, Sidran (1971) indicates thit

the Afro-American oral man stores information through physical assimilation.

He becomes the information, this process has similarities to physical
intercourse on a very general level. UhereaL, Western communication
theory based on the-notion.that 'speech contains much that is redundant

to intelligence and-therefore, wasteful of intelligence,'_making it

possible for cybernetics to reduce communication to digital yes/no
systems, Black communication maintains the integrity of the individual

and his 'personal' voice in the context of.poup activity, thus the

notion that voice tones are superfluous to communication is.abeurd,

within the framework of Oral culture: This truth-can be applied to

instrumental music as well, whereas Western musicians were recognized

.fort their ability to conform to and master traditional techniques,
Black musicians are highly regarded for their ability to invent personal f

techniques and to project personal sounds, the personal technique being I
k

a means whereby the personal sounds are accomplished. (pp. 9-14)

1

-What we have here then is not only a different vocabulary and a different

'grammatical structure, when we look at two different cultures, but a diffeient

experience of reality itself. Frequently it is difficult, if not impossible,

to translate the experience from one world-view or behavioral style o another.

Experiences can easily be overlooked by an assessor who knows only one world-

view while observing a person who participates in another world-view. For example,

Key-Johnson at the University of California at Berkeley points out that it is

impoisible.to "signify" in standard English. Signifying is apart of the Afro-

American oral experience which takes on its meaning within epaticular linguistic

social context. Even if the Afro-American speaker is bi -dialectical, signifying

can only occur in the Afro-American dialect. Further, no One who is not steeped

in the Afro-American tradition can signify! While it may be true that signifying

ii not valued in a school setting, and may not provide the student the opportunity

to gain school credit, signifying has to be or interest to any honest psychologist

or assessor, if the ob,objective is to determine the student's "ability'' to function

cognitive) or at as high intellectual plane.

There are many unique aspects to the Afro-American linguistic experience.

These distinct aspects must be utilized in any assessment of "intelligence." For

example, in the Afro-American linguistic experience, speaking is more "social" and

'less "individual." That is to say, "interaction" is expected in communication,
c- .
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even at the level of formal speech making. Meyers (Williams, 1975) notes that,
in Blaekorations, the closer. the person is to the Afro-American core experience
the:mere likely there sill be the expectation of the."call and_response" socio-
linguistic.interaction.- The Afro-American speaker expects to hear "back - talk,"
words-of-encouragement, or signals of agreement, suchas "Amen." This is an filth!.

-erated'linguistic code. Mayers says that the non-Slack speaker would-very likely
feel interrupted by such a.response, should that speaker be unlikely enough to
receive it in the first place. The Afro-American speaker, xa the other hand,

, wouldbCencouraged and rejuvenated by it. In addition to the expectation for
greater audience participation in the speaking encounter, among AfrO-American
speakers high value is placeiWan..,the use ofcreativity in'vocabulary and communica-
tion. Particular word meanings do not have to maintain themselves over time, in
fact, to be "hip" is to beprecisely the opposite, to be novel. For example,

Even the adjective ,funky,which once meant, to many Negroes, merelya
stink (usually associated with sex) was used. to certify Afro-American
music as meaningful (the word became fashionable and is now almost
useless). The social isipliCition then was that here was the old stereo-
type of a distinctive "Negro-smell," a stereotype to which White America
subscribed, which could be-turned against White America. This smell -now,.

real or not, was made a valuable characteristic of "Negrorness" by the
fifties, and for many Negroes (and Whites) was the only strength left
to American culture. (Jones, 1963, pp. 219-220)

Some of this creativity was tied- to-a -- simple enjoyment of the use of language. In
other ways Black creativity in speech -comes as a consequence of oppression. The
use of indiiection, obliquity, inference,, and illusion is related to the need to
be calculatimmdconscious in social.exposuie. For example, .

When Blacks came into contact with Whites they often found it useful to
maintain a 'low profile.'- Metaphor provides convenient cover when
they wished to do so-talking inriddlea, as it were. For exampfe,"Vhin
metaphors are used by Whites to promote negative values about Blacks,
Blaiks turn the metaphors back on the users by assigning them the same-
negative values. At the_same time they assign, to themselves the poet=
tive values in the metaphor; that metaphor serves well the function of
deliberate ambiguity for Blacks. Ohen,Whites make mistakes in pronuncia-
tion, Blacks say, olumsy lips, on the-other hand, Blacks may say clumsy
lips and mean by that a man who je 'really rapping.' Similarly, fuzzy

mind or child -like'mind may mean either a mudd'ed thinker, or A 'deep

mind' thinker....jtje subtlety of this way-of thinking typifies-Black
Tall,. (Turner, 1969, p..89)

Taking into account the.use of language as indicated in the discussion above,- ,
it becomes quite clear that two separate value systems are operating. It ali

should, be apparent that it is useless, If the intent le to discover e- -ability

of a person to function and to applp his oz her intelligence to environment,

to insist that the bisie languigeand information pool for that demonatratibn come
from a totally alien environment. Thereis absolutely nothihg in the current
practice of standardized testing for intelligence which gives evidence that any
of our information about style, especially as expressed through language, is

either understood or applied. Quite naturally, any good business person who cony.,

templates what is implied by an acceptance of the principle being discussed-here,,
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would recogniXe immediately the cost involved in taking such knowledge into
account. Quite clearly, the mass vrodueed.standardiked test is cheap. On the
other hand, we have seen that the maAsiduced standardized test pan Tunetion-
only by doing violence to the truth, when in fact, ths...mreon'ofintelliasnce,
........z.........=2...._.........ma.........inhumanbeingsslacetttakelroutheirownlearnedlaniuuleultart.. This
co ition,deman s multiple bases or assessment.

Additional' Areas for the Expression of Style

We have utilized only three examples of areas where information_ regarding the
.expression.of behavioral style can be found: religion, music, endlanguage% The
number of areas which -could be examined is unlimited. For example, there are clear
distipctions in the approadh to humor by the atomistie-objective style user as cow-
iroilted'with the Synthetic-personel_style user. In the first case, frequently the
humor in a joke is in to play on words. Stand-up comedians with,"one-liners",are
the but examples of atomistie-objective style humor. The anecdote is abrupt. It
is disconnected from any particular context. The joke can be delivered easily in
a variety of contexts, and,therefore, can be considered something-of a "standard,
iced" version. On the other hand, amoniAfro-American humor, frequently the jokes
told would be considered even funny by many Euro-Americans. For example, instead
of the use of "puns" or"one-liners," very often.theAgro-AXerieihzioke is deliv-
ered ai an involited- description of a social situation, and frequently uses mater-
ial in the context where the oke is told.' The people who are listening frequently
will be-the-subject ___- attention. The person who is_delivering the joke_may:-
siyPl& spin a long and detailed description o&some misfortune. In the old barber
oproutime, a joke may be told once, and then several more times within a fe0
nts. Each time it is told. there may be a different emphasis, ,milking from, the

jOke-ill possible nuances._ The artici ation of the audience is e acted. New
endings to thejoke may be provided. Someone, the initial joke teller or anyone,
may-actually build on the jrke to the point where a new. joke is created. In such
cases the humor is in the created situation -rather than carried strictly in the
meanings of- words. The total situation is. funn rather than the 'lo c' or the
'illogic" of the connections anon words. 'These differences are so rea that it
would almost take a blind and deaf person to be unable to regognize the distinc-
tion between Euro-American and Afro-American humor as is the,ease with any other
area of human experience. Yet a-"universal" quettion on the Stanford Bisset his
been a question about "absurdities." Cdr example, 'Till Jones' feet are so big
that he has-to put his pants on over his head." The style user who likes to
listen to word play has an advantage here. The real absurdity is that psycho-
metricians or testimakers cannot detect-the culture specific nature of this
question.

It has been important to take this time with detailed illustrations of
expression of cognitive styli in a variety of areas, primarily because of-the
implicit assumption Among those who place high value on standardized test results
that there is no need.to consider stylistic variations among users. Having
developed these points in a general fashion, it is now'possible to progress to the
research on the development of an approach to an alternative to an IQ test for
identifying gifted minority students.



tHAPTER VI'

-The "Who" and the "0 "t Contextuall Siturted Vehicles

for the Assessment of Pupil Potential

Revision of'Pre-Screeniu Checklist and Procedures for Administration

A complete deicription of the identification proof*, which has been used to
select students for the Gifted Program in the San .Francisco Unified School District
is included in the Appendix. It can be noted here,that the utilization of ''
Paul Torrance's items in the checklist for creativity was '1 significant step for-
ward for the lan Francisco Unified School District. When this device-was adopted,
it signaled recognition that a broad range of behaviors mustbe-Considered in. any
identification program, and that information not normally included nn sumo 1rd
assessment procedures must be considered as well. Pail Torrance has done pioneer
work in ¶the assessment of intelligence based upon actual'observations of children.'-,
It became clear to him very early that traditional definitions,ofihtelligence
were unnaturally limiting. As a result, he found it both more realistic and pricii-
'al to speak of "creativity" than to think of high level mental functioning-as an
expanded definition of "intelligence." The checklist which summarizes character-.
istics that Paul_Torrance has identified and has associated with "creative behavior,"
is shown in the Appendix. This checklist is fine as far, as it_goes. However; t

Paul Torrance hal-, failed to make the next fundamental refinement which observations
of human behavior would dictate. That refinement is to dealwith the natter of'
style. Essentially the implicit assumption in the use of the Torrance checklist
is similar to the assumption -n the use of standardized tests, that being that
one "norm" can be used_in thinking often children. There is little or nothing
in Paul Torrence's formllations to account for cultural and stylistic variations.

ran any systematic way. In a sense, to move from traditional standardized variables
to those characteristics which Paul Torrance has identified, represents an embry-

,,onic move to comeito terms with or to face theematter of style. Torrance does
-.this through an argument over.the definition of "intelligence." With him, it is

as if the only problem in assessment of intelligence is that the range of behav-
iors which constitute the "norm" of cognitive functioning is not broad enough to
encompass some of the behaviors which students in a standard culture exhibit.
Any in-depth study of the cultural roots and expressions of specific groups will
illustrate clearly, as has been shown in preceding,chapiers'ihate persee's

,_experience is situated in a cultural milieu which emists with, its own integrity,
and that this may or may not overlap the cultural milieu of others.

Our revision of the existing pre-act4ening check list and the revision of
procedures-for administration is designed to integrate-what we know about the
origin and expression_o_f_behavioral.style_and_the_difficulty_which an observer
will have seeing stylistic differences in behavior. The following important
points describe the revised basic checkblist:

1. The revised check list. is not to be used as a complete assessment for
the identification of "gifted" children. It is to be considered only
as a rough screening device which seems to identify talented students
who are missed by traditional assessment practices.

8 7
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. No attempt has been made here to.specify the character of the remainder
of the assessment process for the identification of gifted children, nor
has there been any attempt %ere to specify procedures or principles
related to the articulation of this assessment procedure with later final
assessment' procedures.

. The revised check list contains items which -have been designed to be more
charicteristic or the "synthetic- personal" style. Several of the. items°
are quite Similar to those on Torrance's'dheck list for creativity.

.

-However, it should be pointed out that the use of this particular check
4 list requires a more global conceptualization of "pre-screening" than

(

was the case with the -Torrance chedklist. To be specific, not only are
the specific items im ortant,_it is also im ortant who does the ratin
using the items.

It can be noted by lookingai the Paul Torrance creativity check list
;(San Francisco Unified School District, Appendix M) items six, seven,
eight, nine, twelve, thirteen, fourteen, sixteen, seventeen, nineteen,
ancl'twenly-two either directlyor indirectly appear to overlap thoseon
the "WHO" , 1 theN. :However, additional items from our re-arch
have been bided. Bothrihe Overlapping items and the new items are
believed to be items whidh.,:are weighted in favor of the synthetic-
personal style user. For.example, item number four on the "WHO" and -

the "Q" "has a quick temper," seemed to be related to "impulsivity,"
"explosiveness," and/or'"expressiveness," as discussed by Shapiro,
Cohen, Hilliard, Weemaj-and others. Similarily, item number eleven,
"ii very impatient," seemed to be a common characteristic _cited.bi those
who described styles similar'to the synthetic-perional. Item number
seventeen, "can make:quick decisions," and item number eighteen, "is
good at guessing," ire both items which have been antithetical,to.the

.flobsessive-icOMPulsive" or "analytic" stylesuiers. Forexample, Shapiro
indicates that the obsessive-compfilsive has vest difficulty making
decisions because of the psychological need to be certain. They prefer.
not to guess. Another_clear example of the stylistic fit of the items

An the WH0 /0 is item number twenty-one, "seems to know how other people
':feel." Repeatedlyvinyestigaton seem to associate "empathy" with a
personal focus, or with s yles that resemble the synthetic-personal .

style.

Onceagain it is im ortant to remember that it is not oni he items
but the judgement of a-pupil s behavior using the items as a way to
structure observations and recollections that counts. Therefore; it
T(NirTar that the opportunity to identify more synthetic-personal,
style users was greatly enhanced, both by changing the character of the
items, and by enlarging the'number and kinds of child behaviors which
were to be observed.

4. The checklist has been revised so as to depend upon several assessments
of the same child from different points of view. A single teacher may
or may not the enough information about a given child to be able to

a

rate what\that child actually does. Furthermore, a single teacher has
his or her 'Own behavioral style which will condition how the behavior
of a child is perceived. Therefore, multi-views of a single child

must be g rnered.
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5. The check list as now administered provides an opportunity to minimize
.potential misperceptions in cross-style assessments by a single observer
by including peer assessment; self assessment, ane parental assessment.

. The more sophisticated extension of this principle, would be to include
the ratings of other individuals, particularly those who had extensive
information about the experiences of the student being rated..

6. The checklist calls for obsery :ions an "thematic" behaviors'with the
specific content cited or used being free to vary, The alsessmeni uses
the Child's experience in a variety of settings but with aspecial oppor-
tunity to include behavior in natural settings. These behaviors, most
likely, areto beobserved by parents and peers. The more sophistiCated
extension of this, principle would Include the use pf relatives, peerS,
in addition to those in the same classroom, and other adults who are
familiar with the experience of a given child. For example, on the item
"is very funny sometimes," what we expect is the observer's impression
ofthe-behavior of the observee, without spelling cdt specific jokes or
'even joking bshavior as an index of funniness. The intent here is to
determine ifv in the eyes of the observer, the student appears to be
funny; not if the_person who develops a standardized test thinks-a par-
ticular joke in a test wouldoehuracterize a student as being funny.

7. The check list can be applied, in any setting where the raters are
familiar with the ratee. The most sophisticated use of the check list,
therefore, woulA call for the raters to indicate the level of familiar-
ity they felt with the ratee. Further research:would have telle con-
ductaa in order to determine ,the Weightings of ites or to determine how
to take into account the rater's degree of familiarity with the subject
in some systematic way.

In general, it is important to keep in mind that the list is not an "instru-
ment" in the sense that some investigators seem to accept traditional standardized
tests. It is instead, an instrument to ".structure observations or recollections"
which does not utilize preconceived content, but which does utilize preconceived
themes. The list represents our expression of the fact that in the assessment of
human behavior, the state of the art is such that the most de9endable observations
come from skilled observers with ,cross-cultural sophisticatimi and demonstrated
familiarity with the subject being observed, when these observers use the experi-

nnees which the child has and analyzes those meanings in order to make a deter-

mination about ability and style. -

How the'Check List Was Developed

The Items,on the "WHO"'and the "0" check list were developed based upon an
in depth review of the literature on the assessment of intelligence, cognitive
and behavioral, style, culture, and world-view. In addition to this review, in

depth interviews were conducted with "experts": teachers, psychologists, soci-
ologists, social workers, linguists and others_who have had onjisive
contact with children in heir daily practice, primarily Afro-American children.
Experts were also selected according to dieliabilit.7 to artictlate their observa-
tions about their clinical practice, We would have preferred to be more broads,

ranging and have more structured in depth involvement with an even broader range
of expert clinicians, utilizing structured observatioris to corroborate their

clinical-assessments. However, the limitations of the scope of this investigation
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Pilot-Process for Check List Development

Three third grade and three sixth grade.classeewere selected in the
San Francisco Unified School District during' the middle of the second semester,

of 1976. The following procedures for the administration of the check list were

as follows:

1.. The teachers were asked to identify children-in their classes whom they

thought might be lifted,-and for further evaluation. They were then

instructed to fill out the "0" form:of the new check list on those

-students. .

7

2. Following the,completion of that task, teachers were then asked to think
of the entire class and to fill out the "WHO".form. Teachers were advised
that a student might be named,more than one time or that on a given item
it would bkpossible that only one would be named.

3. The "0" forms were passed but to students in the class and each student''
was asked to check those items which the student felt were descriptive
'of himself or herself. .

4

4. 'Following that, the students were then asked to think of the entire class
and to name the individuals in the class who seemed to fit the descrip-
tion on the "WHO" form. Students were, advised that any student could be
named more than one time, or that there might be items for which the
student would have no nominee. Students were not told that their ratings
were associatediin any way with seleCtion for, a giftedprograi.

5. parents were surveyed by mail to deterene if they would permit their

0 children to be involved in the study and also if, they would be willing

to fill out the "0" form ontheir own child. Parents were advised that
the information would be used in order to assist school personnel in

' identifying children for the gifted program. .Only.one parent, either
parent, fora. given child, was,asked to respond.

In view of the fact that not all parents responded to the questionnaire, it
was decided to give primary weight to peer ratings as a basis for identifying

*Students to be assessed further. The ten students with the highest peer ratings

were then selected and evaluated,by the District's normal processes which are

described in Appendix N. Based upon that descriAtions three children, were identi-

fied as gifted.

The Check list was factor analyzed. Since there were too few teachers to

provide a meaningful factor analysis, three seta of responses to the instrument

were factored: The child's self ratings, the child's peer ratings, and the

parent's ratings. See Tables I through V and also Appendixes A through I.

C
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Self Ratings

Factor Loading ti

TABLE

to 1 ; .78 Remembers a lot about T.V.
Can alvays find something to do

,7'6 Really knows what they want to do
.63.. Is really hardto!con
:51 Can talk more than one way
.45 Can make 'quick decisions_
.43 Is good at guessing

,nictor 2

111,

F for 3

76
Item Number

.76- :Jae a .quick temper

.18* Is very imnatient

Is always netting excited about new things

.80 to-grown-iupseasily
148 Has lots of different 'Ideas
.47 c`ain ma. ke quick decie'ions*

or 4 .74 Is'really funny sometimes
.62 Gets- along well with. 01 afferent kinds of peopleA
.72 Can, really dance
.68 Knows, the words to lots of songs

.

or 6-- Al4ays asks the best questions
:53 ,Always tries neV styles of _clothes
.45 .,Seems to know what I am'thinkino
.43 Does lots'of different }kinds of things

4

'0

.

or 7 .66 Can get 'children to do things
.65 , Knows how -to put people clown real fast
:51 Is good at .fooling people
.48 Can get grown-ups to do thing
.46 Can tell some of the biggest lies
.44 Is really hip ,

.74

.52

.47

Can iaake 'up good-stories

Can make stories really 4.hteresting
. Can get grown-ups to do things

or 9 .76 Is al..ays bragginr., about different things
.54 Is good at making up thinas

o .80 Seems to know how neople feel
i Seems to notice everything

u
11 .56 1 Is too nosey

.52 Likes to use different or new words
.41 Is good at guessing

9.1

(31)

(34)

(29) ALERT
(25)

(28)
(17)'

(18) .

(4)

(11) ENERGY
(1)'

(13)
7) CONFIDENCE

(17)

(2.) ORt
(16)

(12)' ...EXPRESSIVE ,

-(15) r

"'qr
PO)
("q)"' EXPERIMENTATION'
(.30)

(23)

(32)
( 3) SOCIAL CONTROL

124): -" -

( 8)

z*- (26)

( .6)

( 5) VERBAL' CREATIVITY

(24),

(27) ATTENTION SEEKING

(14)
e

(21) 1_`
( 22) Sga'ATHY

(33)..,

(10), RISK

(18)

a

OA.



TABLE II

Peer-Ratings

Factor loading,

Fator 1.- .79 Always asks the best questions

Item Number

(20)
.76 Can make stores really interesting ( 5)
.70 Can make un good stories

( 6) EXPERIMENTATION.59 Can talk more than one way (28) -

.51 Gets along well with all different kinds of People (16) , A
Can make ,quick decisions

'
(17)

Can always find something to do .(34)

4,-Actor 2 .77

.67.

'Factor 4
4

asctor b

actor 6
I.

4

!Factor 7,

Factor'8

L:tor 9

-*' 4 3
.42

.71 Can get children to dothiegs

.68 Has a quick temper
. .54 Can talk to grown-ups easily'

-.76

69

c44'
.

.62

.57

.51

FaCtor 10 .68

.63

.50

Ts good at fooling people
Knows how to nut people down
Can tell Some of the biggest lies
Is really funny sometimes

.80 Is always bragging about different things

.67_ Is too noseii. -

.56 Can tell some of the biggest lies ;

Knows the words to lots of songs
Is hip
Can really-dance.:

Always tries new Styles of clothes

.73 . RemeMbers a lot about T.V. programs

.68 Is good about making up things like games

Likes to use different or new words
Has lots of different ideas

Does lots of different kinds of things
Can talk to grown-ups easily

.78 Is 'really funny sometimes

.57 Can really dance

.67 t Is good at ggessing

.67 Seems to,know'rwhat I am thinking

Is very: iMpatient

Really knows what they want to do
Is alwayi' getting excited about new things

Factor 11 .78 'Svms to know how other people feel

Factor 12 .75 Seems to notice everything

( 3)

C32) DECEPTION
( 8)
( 2)

41

(23)

(A) SOCIAL CONTROL
--(13)

(27) SELF PROJECTION
.(33)

(

(15) .

'(2 .6) SOCIAL AWARENESS
(12)

(,9)

(31) .

(14) CREATIVE

(10)

,( 7) EXPLORATION
.(19)

(13).

37

( 2)

(12) EXTROVERSION

(18)

(30) EMPATHY ,

(11)

(29) SELF DIRECTED
( 1)

(21)' SYMPATHY.

(22) AWARENESS'

.(S.

.
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Parent Ratings
actorrnJoading Item Number

1, ,

,.75 Likes to use different or new words .(10)
.73 Can talk to grown-upd'easily (13)
.72 Seems to notice everything . (22)
.71 Can get children.to do things (23)
.70 Has lots of different:ideas ( 7)

.

.70 Is good at guessing . (18)

.69 Get%alonp well with all different kinds of people (16)

.68 Always asks the best questions (20)

.67 Knows the words to lots of song (15)

.65 ' Can make quick decisions 7(17)

.64 Seers to4know.how other n6"*.e Teel, (21)

.62 Does lots of different kinds of things (19)

.61 Really knows what they want to do. , (29)

.60 Can always find something to do. (34) SOCIAL

.59 Can make stories really interesting f
( 5) DESIRABILITY.

.59 Is good at making 1.11) things_ (14)

.56 Is always getting excited about new things '( 1)
:.56 Cap make un good stories

( 6)
.55 1s hip (26)
.53 Remembers a lot about T.V. (31)
.52 is really hard to'con (25)
.51 Can talk more than one way, (28)
.45 Has-a quick temner. %.

, ( 4)
.44 is really funn sometimes-

( 2)
.41 Can get grown-ups to do things (24)

'
. .

A $

.80 Always tries new styles of clothes .( 9.)

.73 Can really dance (12)

.44 Is always gettirt excited about new things
( 1) SOCIAL

43 Knows the words to lots of songs (15)
-43 Remembers a lots about T,. V. programs (31)
.42 Can always find something to do - (34)
.40 Is hip .

(26)

-73

actibr 3 81
...

\ ..----1.Is too nosey . (33)

A

EXPRESSION

..70 Can tell; some of tne biggest lies
Is good a fooling people

( 8)

)( 3

INTRUSION
.49:- t

.

.75

-.7J
.61

.40.,

.7S ,

.46"

s.44

'0.42

.46

.135

.50

.45

, . . ,,, V.

7,.s very. imnatient (11)
'Etas-a quick temper 1 4)
Is always bragging (27)
Can get grown-ups to do things .-,

ekms to know what I am thinking

(24)

(30)
Can get grown-u.,s to do things
Can talk more-than one way Itt,

(24)

(28)
Seems to )(pow how other 'people feel (21)
Can make,un ROod stories

( 6)

Knows how to put .people do4n
(32)

.Is really hard to con (25)
Can make stories really interesting ( 5)

4

93

ENERGY

EMPATHY

.ASSERTIVE

ti



TABLE IV

Total Ratings on Students Receivinga Peer Rating of 10 or Less
,

Oote: A zero in the parent's column indicates that no parent rating was obtained)

Student

1.

2.

4-

5.
--

0.

7.
8.

9.
10.

11.

12.

13.
14.

15,

16.
1.7

1'18.

i 19:

20.

21.

22.

23
24.

Self Peer Teacher Teacher

(Whole Class) (Nomination) (Whole Class)

. .

16. 10. `0. 01

17. 10. O. -.. 1.
33. 10. O. I .o. 4
23. 9. 0. o.

.

13. 9. o.; 17.

i
14. 9; o. o.

.L. 9. o. 1.-°

17. 8.
4

-o.

32. 8. o. o.

.14. 8. ot o.

16. 7. 0. 1.

23. 7. 0.
C.,

0.

4. 7. o. o.

15'. 7. o. o.

.15. 7, o. o.-

27. 6. 0. 0.

A__ - 5. , o. o.

21. 0. 0. ,

.15. 5. 0. 0.

7. 5 o. o.

16: 5. o.. o.

4 .a.3. -4. b. o.

8. , 4. o. o.

22. 3. o.. o.

14. 3. 0. 9.
---,lc), _____, 3-.

o.9. ------3 ----....

0.

o.

0.
---?-5* ___,...._

1

1 ''''''2C.
,

Parent

(Own Childl

- 0.

0.

. 3.

18%
o.

o.

- o.

o.

o:
O.

.
0.

0.

Q.
o.

21.

25.

o.

24.

9.
o.

17.

o.

0.

o.

11.

..

28. 3.0. 2. O. 0.

29. 13. 2. O. O. _ -NO.
; .

. 3o. 4. o. o. o.
,

14.

0

.94
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Total Ratings onStudents Receiving a Peer Rating of 30 or More
(Note: A-zero in the parent's column indicates that noopareit rating was obtained)

Student

.

1.

2.

3.
4.

.5.

6.

7.

8.

9.
10.

Ii.

12.

13'f,

0 14:

15.

-116.

-17.

18.

19.
20.

21.

22.

23.

24.
,rj.

26.

27. ,

28. V

29.

39.
31.
32:

33.

: 34.--
35
36.:

37. i '

38.

- -39.-
40.. ,

: 41. ,

42..
43;
44.-

.45,

46.

47.:

48.

.i 49 .

.50.

.

:

.:

-

,

.

.

.

-..,

.

.

Self

26.
21.

17.

15.

24.

15.
II..

17.

17.

11.

23.
16.
16.

'13.

13.

27.

20.

-18.

17:

19.
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20:
17.

20.

21.
18.

17.
19.
cl..

20.
16.

15. .

11.
24.

.5
27.

21.

11.
28.
20.

6.

27.

71- .
..

27.

21.

25:

23..

18.

16%

13.

9. t

4

-

Peer
(Whole Class)

72. x

71.

62.

61.
0

6o.

59.

57.

53.
54.

50.

49.

49.

47.

47."

45.

42. .

'42.,

42.

42.

44. -

41.71
40.

40.

.
39.
38;
38.

38. _
37.

37.
- 36. O

36,

36.

36.

'35.

135.
-34.
34.

34.

33.
1-
33. .

32.

32.

-31:

- '31.

30.
30.

30.

30. ,-
.30.

30.

.

,

Teacher
(Nomination)

O.

O.

o.

18.

0.

0.

0,

0.

o.

32.

o.

O.

o.

o.

0.

o.

0%.

0.

O.

o. .

o. .
o.--

o.-
o.

0 :

O.

o..

19.

,18.

O.

o.

o.

o.

o.
o.

O.

o. ,

-- o. .

'0.

0.

0.

'O.

0.

O.

, 22.

-1 O.

o. .

?xi.

o.

o.

.Teacher Parent
(Whole Class) (Own Child)

.

2.

1.

1.

13.

7.

1.

1.

3.

5.

8.

4.

6.

o.

O.

O.

11.

0.4
26.:

19.
10. ,

O.

. 25,.

0.

23.

, 11.

, o.

o. 2.

1. 0.

1. 0.

1. O.

0. 0.

2. O.

2. 18.

6. 8.

0. 19.

0. o.

. 3.
^
-.

16. 2.
O. 7.

2.
.-i

17. '

10.

4:
;0

.

o.

o.

'O. O.

2. 0.

. o: , 2'
o.

(
U.

o. o.

o. o.

2. O.

2. 20.

2. O.

1. 0.

1. a t

i 21.

3. 423.

1. , J.
1 0.

O. 14.

1. 0.
.

O. , O.

12. O.

, O.

.- 4.. , ci 19.

O. 13.

2.. t 25.

3. ',11.

,
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It should be noted in the preceding-tables that011 factor loadings less
than .40 have been excluded,, from the summary, although the loadings do appear in
the Appendix. It should kiwi be noted that the factor loadings after the rotation
tend to be respectialy high. While we have no test re-test reliability for the
instrument, both tLe high factor loadings and expert judgement by, staff and consul-
tants of the internal consistency and face validity of the fictors!'seei to indicate'
that the, factors identified are substantive. To the extent that reliability dim's-

exist or catt,be accepted, it is interesting to note,that one of our major. points'._
is supported. that is that the "instrument" is really not the check list but the
observer. For example, when taking an internal-4iew, eleven'factors emerge in'our

. simple (self-ratings). However, with the same instrument when taking a view of -
peers, twelvi factors emerge, but significantly, twelve 'different factors with somoi
overlapping. Finally, when parents used the same instrument, only,six factors

., -'

emerged, and once again, the si3E factors are different frout either the eleven or f

the twelve. This seems to suggest a hypotliiiis that the check list serves a
slightly different function depending upon who is lookin1e -an3 iat is being lOoked

all

- \..

ReaUlts -age!ezcles
. This study has been largely exploratory. It would be presumptuouR indeed ..0-

suggest,ion the basis of the pilot of this instrument, that rresults° la any final=
sense have .been obtained. It would be more appropriate to say that streug4viaence,
suggesting basic questions to,beinvestigated has been discovered. The results,
therefore, seem to be that the following hypotheses ars highly worthy of-- further
investigation2 _ _.

. .

1.. Factor anelyses seem to show- that the "instrument" is the perspn.toing.tbe "
observation. .

A .
,o,,, :,

. ..
2. There may be e'relltionship between the 'grade level, of the student and the_ .

average,score:obtained on the instrument.
4-

1 There may be relationships, between ethm group membership and thescores
obtained, over-all, on the check list:- ,

..,.

'

-,

4. There pay be signifiCaht geographical differencieli results when this
check list is used. I '

,
0. ,

i-

, ,

S.'
.

Teachers did not nominate any child as -4fted whose peers rated him or

.. her at ten or lower
.

.

,...... - . .

N6 child with ten or lower.peei-scores got more thaone teacher rating -
on the "WHO." "Ther4fore,.teacheis'judements on the low end of the scale_

seem tocoint%de with those of a student's peers.
e

, a., , .
,

,
1.

6. There may be a high relationship between the teacher's
,

rating and a
cnild't

i

-nt'

0 self-rating. .

14

7. There may be.a low relationship between the
Vn

teacher's rating and the
peers' rating. \ .,

., _

t . .' i i
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8. The very,highest peer ratings seem to be of students who Atie "overlooked"
by teachers. Teachers may tend to overlook the most gifted synthetic-
personal students.

9* There may be a moderate positive relationship between the parent's
rating of the child and the child's,self rating.

Conclusions and Recolmendations

The following tentative conclusions seem to be warranted from our investiga-
tion:,

1. The use of the "WHO" and the "0," employing the procedures which haim been
described, will identify-previous1y,6;ferlooked students, who, with the
regular post-screening procedure, will be identified

2., Among the students so identified will be previously excluded Minorities.

3." -Some of the students so identified Will be previously excluded ?hits
-Students.

4. No single pre-screening rating of a student will be sufficient to insure
that large groups of talented studenti_are not overlooked.

5: This total assessment approach is more valid than previously utilized
Assessment procedures for any cultural group. However, in view of the
fact that the "WHO" and the "0" check list have. been designed delibeir
itely to emphasize synthetic -perional stylistic characteristics, and
in view of the fact that such characteristics are-thought to-be assoc i-
ated with particular ethnic, economic or-cultural groups, it is
necessary that other investigations be carried out with other ethnic
groups in order to determine if the stylistic variations which have
been identified are sufficient to Account for the range of behavior in
a given cultural group, or if further explications of stylistic behavior
asp required..

6. One thing that becomes abundantly. clear is that while it may be possible
to identify previously excluded or overlooked students who have high
"ability," "talent," "aptitude," or "intelligence," such identification
would be virtually useless if the instructional program Of thlt school
remains tailored so that only a. narrow atomistic-objective style is
reflected in the school program. Style in behavior is real. No-partic-
ular style is better or,worse than another. The schools have an obliga-
tion as a service institution for the-public to provide an appropriate
education for every child. Therefpre, it would seem imperative that
existing school curricula be examined from the point of view of the
various behavioral styles that exist, that the training of Assessment
personnel reflects what is known about style, and that extensive train-
ing of teachers is required to utilize data which comes from an examina-
tion of the interaction of behavioral styles in educational settidgs.
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Further Study
;

1. '.
Much further study is needed! The surface barely--has been scratched in this

vital area.. It sans clear from recent activity in, the atea of standardized test

. developmOnt and recent criticisms,of standaidized Mitt, that the pUblicLwill
demand muchgreater.sophisticitibn, equity, reality, and accountability in all

-,,assessment procedures. From 'what we have leatned, that process can be aided by,
further study of the following: .-

83 -

1. Further in- depth, study of behaviOral style as manifested in sChool°
settinge'is requited.

- -

2. Further.in-depth.study.of the potential-fbr.cross -cultural assessment of
student behavior which takes into account the impact of the assesiorjas-:
a style user as well as the.impact of student style in educational activ-
ities is requiied.

.

3. Further investigatiOh is needed-to determine-the impact on students'
ratings of their awareness of the purposes for -the-ratings-that-they--
make of themselves and othei students.

An in -depth study of the "second level of assessment;"4after students-

.
--have been identified by a check list such as the "WHO" or the "0,"'is
required; For example, what is known about behavioral style must be
reflected in the use of existing standardized tests.

5. The curriculum for students must be examined systematically to determine
the extent to-which one style may be favored over another. OtherOise,
there is no point inAdentifying the range of stylistic behavior among
studentS-.

6. There is a need to investigate the relationship between the behavioral_
styles of out-of-school minority students and those who remain in school.
Thete is a strong possibility that many drop-outs and many students who
are suspended or expelled for "behavior problems" may be so situated
because of the school's failure to accommodate to basic stylistic differ-
ences.

7. There is a need,for extensive investigation of the interaction between
assessor style and pupil style in assessment setting.

8. There is a need to investigate the relationship of style and learning
for specific content areas. For example,.both analytic - objective and

synthetic-personal style users can learn mathematics. Both can'also
learn art, however, both approach these subjects in different ways.
More precision is required in order to understand how this happens.

9. There is a need for an in-depth investigation of the impact that the
assessor's degree of knowledge_about or familiarity with a given Child_
has on the accuracy of the assessment of that child's "intelligence."

10. -There is a need for a large scale study,,with sufficient sample size to
determine' the impact of ethnic and sex differences on assessor judge-

.

_slants and student behavior.
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Susimary

Our investigations have shown4 that far from being a simple aid easy process,,
. the assessment of student "ability" is a highly complex _process whiCh required
highly,prepared observers. The assessment processes must be built by a multi-
disciplinary grdiiCTIWiessors who have a demonstrated crosi-culturil sophistica-
tion. The assessment process, must account for stylistic differences among observ-
ers. The assessment process must account for stylistic differences among children.
The assessment process must utilize a variety of- levels of information and must
utilise information from many sources external to the classroom, as well as includ-
ing behavior in the classrooi. Finally, the assessment process must utilize informa-

`-ilon about the child over time.

-
The conclusion seems clear. Traditional approaches to the assessment of

"intelligence" have proceeded as if-the dynamic behaviors, which we have described
.do not exist. We feel that the evidence'is compelling that these dynamics. do
exist and that. to proceed in ignorance of them is equivalent to ignoring the wind
on a rifle-range, the weather, and movement of heavenly bodies on a missile range,
or temperature,' heart beat, and pulse rate,in a physical examination. A sophisti-
-cated assessment model requires that every conceivable influential variable be

:---_- accounted -for to the extent that it is possible to do so. Our approach is far from
complete. tWe do no know everything about-children from these data. But we do know
thit there-.is much more of vital importance to know.

Therefore, traditional assessment can proceed only by doing violence to chil-
dren if the minimal data which comes from unsophisticated IQ tests is presented as
complete, and is regarded as "scientific.,"

Cautions and Interpretation

It is critically* important that those who would use the information presented
here be aware of Lhe following points:

1. We-do not regard style as in any way equivalent to IQ or "intelligence:"
We simply regard style as the vehicle through which intelligence is
expressed.

2. We do not posit the notion.of style as an excuse to explain thy some
children do not learn some subjects. In fact, we believe that there is
evidence to indicate that any content may be learned by any styleuser.
They question is simply one of how a given style user will approach the
task and whether the approach that a given style user uses is compatible
Pith that of the teacher or the institution which provides instruction.

------:

Finally, it is our opinion that the evidence indicates that style is.
However, there is no intent here to take sides in any debate over whether
style should or should not exist. That would be a separate discussion
and would be resdlved in terms of the aims of society and education.

The acceptance of the notion of style in behavior would, of necessity, affect
assessment practice, educational priorities, teaching strategies, and counseling
activity. These areas must take into account the individual and group differences

among students. The simple industrial model may be perfect for industry. However,

for schools, it is a disaster. "Standardized assessment" as traditionally conceived

will do violence tothe human spirit.
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TABLE VI

MULTIPLE TALENT SCORES OF 26 SECOND GRADE STUDENTS

Students Academic -"Creativity Planning Communicating
Tore-
casting.

1

2

5.
6

7

++
++
++
++-
++
++

'++

+

)
-.

.
-

-

-
-

0
I m-

- °

0

G..

0

0

0 O.

0
0

0

0
0

_

8
9

10
11'

"12

13
14

+

+

+

+

+

+
+

-++
++

0
+

+

++

+

+
++
+
0
0
.:

4+
.+

0
++

0
+

-

+
- 0

t
'0

+
0
O.

'15

17

0
0

- 0

+
++

ow° ++

++
0
0

18 -

19
20
21
22
23
24
25
26

++
++

++
++

0

,

++
0
0
0

t

+
0
0
0
0

++
a

0
-

0
0
0
-
0
0
+
+
-

Decision
Making

+
0-

+4-

0
.0*

-, -0

LEGEND: ++=Higest; +=Above Average; 0=Average;'-=Below Average

From Beverly Lloyd's project foi a master's degree
(Cited by Dr. Harold Hodgkinson, Director, National Institute of Education, Washington,

. 1975)
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CHAPTER VII

The "Gifted" Child and the School's Implication of Behavioral St is

Salt time ago the New York School for the Performing Arts published its

artist's criteria. Those criteria were as'follows:

1. The work shows a fresh viewpoint or insight.

2.- The technique attain-individuality and initiative

3. Persistence is shown in solving problems in detail or broad pattern.

4. The work is not imitative but shows a fresh sensitivity-to posiibilities.

5. The work shows more than patient practice and conformity to aelliven model.

6. There is ,some sign of protest against custom.

7. The work would have been done without external motivation.

8. The artist has the capatity for self.!criticiam, self-evaluation, and
subsequentudependentimprovement.

Nhen these criteria are juxtaposed to existing standardized measures of
game" it becomes clear almost immediately that many of the aspects of "gifted

-.behavior" as seen-Sy the New York School for the Peiforming Arta ire not only'
measured in wasting standardized tests but frequently appear to be antithetical
to those things which are being measured (Cohen, 1971). For example, on existing

-standardized tests of IQ the intellectual potential, Of a student to do work which
is not "imitative" and work which sh6ws "a fresh sensitiiity" to possibilitiesis
not measured at all, mot can it be by those means. Clearly, such-an assessment

cannot be made with preconceived questions and preconceived answers. The pity here

is that when given these criteria, most public school teachers, in the principal
author's_ experience, would choose them as their goals. Yet, the criteria for the

selection of students' to participate in their courses for the gifted more frequently,
tend to be the antithetical criteria represented in standardized IQ tests. For

,example, the research of Beverly Lloyd (See Table VI) showed a low correlation

between acedemic grades and other important variables.

It is also well to note that the school, in general, tends to provide for
_ only one of the many styles for learning. For example,'on Pais 41, the two lists

of school characteristici may be contrasted. In one case4characteristics are-pre-
sented which teem 'to describe the dominant pattern of school activity.

,
4
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An examination of that list will indicate that it is most congruent with the
atomiztie-objective style. An examination of the second list will indicate that
it\ismost congruent with the synthetic-personal style. What seems to have happened.
in Many cases in the operation of our schools, with the exception of a few alter-
natives is that the school& have fallen into pattern of emphasizing the atomistic-,
objective style in the curriculum. Therefore, it satisfies one style of behavior
among students, to the damage and detriment of thousands of others.

sWe have concluded that the gifted child ii not uni-dimensional, as seems to be.
Suggested by traditional approaches to-the assessment,of giftedness. It would
appear from this that thousands of children apparently labeled as gifted, are
simply conformists or glib. In our view, the gifted child is poly-dimensional,
can integrate the opposing polarities of,style within himself, and can perform
appropriately in terms of the requirements of a variety of educationtl.and social

,

situations. .

O

The guidance material,supplied b5; one such,group cautions that teachers -

tend to err in identifying gifted,children because they over- estimate
the intelligence of glib, docile, attractive children, confuse confor-
mity with giftedness, fail to take/into account'the child's background
and mistake-a child who has been /coached, pushed and pressured_by.his
parents,for a-child who is naturally creative and mentally alert._ They
also caution that some pupils who have potential ability may have failed
to develop it for such reasone'as getting off to a poor stare in the
early grades due to absences,,' frequent changes_in residence, -orb
boring books; concealing ability_ to avoid being called a "brain" or an
"egg head"; various kinds of cultUral,,phytiCal or social deprivation.

(Torrance, 1965, p. 24)

'Gallwey (1974) a tennis professional, has written a short book, The Inner,
Game of Tennis which contains some of the best educational philosophy and peda-

7gogy.Ra7rigu7 been written, even though the book was written about the teaching
of tennis. Specifically, it giyes excellent examplei of the integration of polar
stylistic dispositions as a more effective way tojearn and act. Gallwey suggested
a basic approach to testing:

I am beginning to learn what all pros and
learn; that images are better thanLwords,
too much instruction worse than none, and
produces negative results. (p. 4.9)

good students of-tennis-
showing,better than telling,
that conscious training often

Gallwey Aescribes, in detail., the dangers and dysfunction of a "hyper-cognitive_
focus on teaching and learning:

.

Clearly, to play, unconsciously does not mean to play without conscious-
_nest. That would be quite difficult! In fact, someone playing "out of
his mind" is more aware of/the ball, the courtsand when necessary"; his
opponent, that he is not aware of giving himself a lot of instructions,
thinking about how to hit the ball, how to correct past mistakes,'orhow,
to repeat what he just did. He is conscious, but not thinking, no_ t over
trying. A player in this state knows where he wants theball to go, but
he doesn't have to "try hard" to send it there. It just seems to happen,
and often with more accuracy than he could have hoped for. The player

: 4.02
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seems to be enmeshed An a flow of action which requires his energy,
yet results in greaterTower and accuracy. The "hot streak" usually/
continues,uptil he stiris thinking about it and tries to maintain it;
and so, as hi;'attempti to- exercise control, he loses' it.

I
'C-

{
i-

TO test this theory is a simple, matter if you don't mind a little
underhanded gamesmenship. The next time your opponent is haying a
"hot streak," simply ask him as you switch courts, "SarGeorge, what
are;yeu doing so diffeiently that's making you! forehand so good today ? "..
If he takes the bait - -and ninety-five percent will--and begins to think

about how he swings, telling you how he's real* meeting the ball out in
" front, keeping hii wrist firm.and following through better, his streak

will invariably end, havill loie his timing and fluidity as he will try
totepeat_Uhat_he_has_just_told you he was doing so well. (p. 20)

.-

One refiectity the current mania about explicating in great .,

detail all of the "objectites" that appear to constitute the teaching or learning
processes. .Do allifhe small pieces add up to a mhole? .That must be debited.

Ernie Smith, (1977),'now a professor at the Lniyersity of Ca4fordia, Irvine,

and who had once been labeled a verbal cripple by his teachers in elementary school,
later was able to write about his experiences in developing "bi-stylistic" language

facility. . k,

Dr. Buford Gibson,'of Pacific Psychotherapy Associates and Rudy_Pmith,

Director of. the Mount Zion Hospital Crisis Clinic in San-Francisco, both isrphst-
size the "appropriate" use of behavior as the -key-elesient in identifying gifted

behavior. Dr. Orlando Taylor, linguist with the Center,,fox the Study of Applied
Linguistics, similarly emphasizes the "code switching" and "appropriateness ".

criteria. Si ificantl the ke criteria which are identified b skilled .

observers of human behavior, can.receive no'score on existing standardized tell
.o..intellizence! As-if thatBroblem_isnt bad enough, frequently .6lifted behav

ior-is-refected in the school setting! This was alluded to in an earlier chapter

on cross-cultural assessment principles. SOmetimes the very behavior which iden-

tifies the student as gifted gets him or her into grave difficulty.

Must Gifted Children be Separated into Special Classes?

It is alLosiatruiStz among educators that all children should be responded
A-

to in terms of their own special needs and capabilities. "Gifted" children should

be no exeeption,to this rule. The traditional response to the discovery of
"gifted" children has been to establish separate courses into-which all gifted
children-are placed. We wish to take no Assue here or to take sides on the main

-question at this time. However; in light of our findings about "gifted" behavior,
.certain basic questions must be asked. In the first place, -the primary criterion
for selection into-the gifted program,is that a student score in the top two'per;-
cent on the standardized test of intelligence. 'Standardized tests of intelligence

differ widely. Consequently, it cannot be assured that the same measured dimen-
sions would be responsible for a child's placement as_we move from one test to

another. Further, most tests measure very few behavioral functions. Consequefitly

once a group of "gifted" children is identified, there is no assurance whatsoever
that the curriculum offered will be designed for the use of the abilities which

:have-,:been-tapped. Further, as our investigations indicate, there is both a very
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TABLE VI/
Item Analysis of*Results Compiled from Baccelli Study.

1971 - 72 q'

San Francisco UnifiedSchool District
Mentally Lifted Minor Prescremins Checklist_

N 517 (Nominated, Students)

d

3

89

OW B

Is an avid :eider °

Has received ap award in science, art,
literature.

x

ID

3. Has avid interest in science or literature.

x 4. Very alert, rapid'answers.

x 5.. Is outstanding in math.
- ':

....

6. Has a wideirange of interests.

7:- Is very Secure emotionally.

x 8. Is venturesome, anxious to do new things. +- -

9. Tends to dominate peers or Situations._

10. .Readily makes money on various prCjects
or activities --is an entrepreneur.

11. Individualistic - -likes to work by self.

x 12. Is'sensitive to feelings of others-- 4 + -
or to situations.

13. Has confidence in self.

14. Needs little outside control- -
disciplines self.

0
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-10

15: Adept,at visual art expression

0

a

16. Resourceful- -can solve problems by

ingenious methods

17. Creative in thoughts,, new ideas, seeing
associations, innovations, etc.

-(not artistically)

ONO

18. Body or facial gestures,very expressive.

19. Impatient--quick_. to anger or 'anxious

to complete a task.

20: Great desire to excel even to the
point of cheating.

21. Colorful verbal expressions
0

22; Tells very imaginative stories.

23. Frequently interrupts others when they

are talking,

AND

.24.- Frank in appraisal of adults. +

25. Ms mature sense of humor (puns,
aasociitions, etc.)

26. Is_ inquisitive.

27. Takes a close look at things

28. Is eager to tell others about

discoveries.
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Continued)-

La

91

29. Can show relationships among apparently
unrelated ideas.

30. Shows excitement in voice about

discoveries.

31. Has a tendency to lose awareness of time. OD

1.

Note: 1. Six out of ten items which are associated with a decision

to label a child as gifted, are items where the_Afro-

American child is rated as low.

2. Three out of six of the items which were not associated

with a decision to label the child as gifted, were items,

where Afro-American children_were high, compared to other

White gifted. While these three items are considered by

-----Paul-Torrance to be- evidence of gifted "creative" behavior,

they appear to be judged by teachers is negative behavior'
when exhibited by-Afro -American children.

3. Only on two out of seven items on which Chineie pupils
were rated highest, were those items associated with the

decision to label the child as gifted.

4. Spanish surnamed children were rated-highest on three item.

Two of the three may suggest negative values.

5. ,Other White children seemed to be named most often and se
-also to be desciibed by the most "socially dekirable" items.

106



92

'wide range of untapped ability which should be assessed and which is-important -

to thi-school and there is also the key point that gifted behavior rust include
the haimonising of the dispositions which each individual possesses, that is to_
say,"affective" and "cognitive" appear es-a whole. The attempt to separate
cognitive out of context may well not yield gifted behavior at alr, but simply
confcrming behavior. This would explain the .frequently discovered low correlation
between tests of intelligence and tests of creativity. (See TableIVII presented
earlier)

:Because of this confusion, the question arises as to whether an appropriate
educational-experience can be provided for a_"gifted" child in a regular class-
soon setting. Clearly such a suggestion is threatening to many people who work
In programs for the gifted, for it seems that the support for the program is depen-
dent upon the allocation of categorical aid. That.is, a child must,be identified
by some means as gifted in order for external support to be received. This how-
ever, is a political rather than a pedagogical prOblem.. Tha.pedagofical questions
area What are the services to be provided to "aifted"childfen3 Akre gifted
children "gifted" all the time?. In every subjectt.and.,so forth. :

It would seen that it.is possible to respond to.the multiple talents which,
students display and to define new roles for "teachers" of the gifted; It seems
clear that there are a variety of supporting roles for which a gifted specialist
might-play in support of the educational programs in the school, whether or not
children are sorted into special classes. Some of -these might be as follows:

1. Counseling gifted children in groups or as indivtauals on the basis pf
the special Problems that they face.

2. Counseling regular classrodi teachers on whit to expect from gifted
_students, particularly their behavioral. style which sometimes becomes
challenging to teachers.

3. Consultation to teachers on special teaching strategies. for individual-
izing their instructional program and mainstream classroom.

4. Consultation to teachers, parents, and administrators on the meaning of
'behavior style and its variations in a school setting.

5. Consultation on the variety of grouping possibilities within regular
classrooms from one subject to another.-

6. Counseling other children regarding their interaction with gifted
children.

7. Counseling parents of gifted children regarding their special needs:

8.- Consultation to teachers and instructional personnel regarding specific /
curricular resources to augment theif.program for gifted students.

*9. Consultation td administrators on special arrangements and requirements
° for serving the needs of gifted children.
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Quite clearly, categorical funds are needed to support the work of ipecial-
1st* who are thoroughly grounded in all aspects of serving children with special /

talents in regular classrooms. It is also quite clear that this role of a float-
Amirgolsee specialiarls in keeping with the contemporary thrust toward main-
streaming in education. This discussion is, therifore, an attempt simply to keep

open the question of how highly talented children may be served in the regular
classroom.'

Testing should be only a small part of assessment, if assessmentis con-.
ducted ,properly. However, testing represents as much as 90% of the activity in
_publ$c !schools which takes place under the heeding of assessment. Clearly, sous -

thing sof! is required if real-Assessment is to take place.

If assessment is to be done for pedagogical reasons, we have no alternative
to the use of observation and listening by a variety of observers who know and
understand the child intimately. Anything less is unworthy of ,a true profes...

'lanai's time and is a disservice to the prime client, the child.
4

0

.
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It needs but halfan'eye to see in these-latter days-of science,
the Grand Revelator of Modern Western Culture, has .

Acithodt having intended to, a frontier.', Either it east bury
.,its 'lead, close its ranks, and go 'forward into a landscape of

incriasitig,strangeness, replete with things, shocking to a
-- .culture - trammeled understanding or.it must become, in

.
,17)

Claude loughtot'stexprissive phrase, the-plagiarist of its .1

'past. The frontier was forseen in principle very long agoe'and
'given a name that has descended to our day clouded with myth.
`nit name-was label. Poi science-'s ldig and heroic effort'to
be strictly factualAutaat last brought it into entinglemene
"with the unsuspected facts of the linguistic order. These facts
the. older claSsical science had never admitted;. Confronted, or
understood as facts. Instead they had entered 1.4 house by the
back door and had been taken for the substance of Reason itself.

.,,,

What ie call "scientific thought" is a, specialization of the
Western Indo - European. type of language, which has developed not ,

only a setof different dialectics, but actually a ,set of differ-
-ent dialects.' THESE:DIALECTS.ARE NOW BECOMING MUTUALLY,

c
,.,-

.-UNINTELLIGIBLE.,. ,* . .,, ,

r . .

... ..:And. sty task is to, explain an idea to all those who; if ,.
. .

Western culture survives the prelent welter of barbarism, may
be pushed by events to leadership,in reorganizing the whole

,
--humsn future... ', ., a

- ,

. - . .
,s . . ,

,,

We east find out, more about lengUagel Already, we know enough.

:aboutAt to know that it is not what the great majority of men,
lay or,. scientific, think.it is. The fact that we tali almost
effortlessly, unaware of the exceeding* complex mechanism we

.4 are using, created an illusion. We think we know how it is
(one, that there is eq,mystery; we. leave all-the answers.' Alas,
whet wrong answers! It is like the,way a man's uncorrected
sense impressions gimp,. him a picture of the universe that is
simple, sensible, and satisfying, but very wide of the truth.

(WhOrf, 1956; pp. 246 -247' 250) . .,,
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If you listen back, you might be able to hear what's happening up.;
If you listen up, you might be able to take what's going downs,

(Roland

2

o.
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Total Self Ratings by Ethnic Group and by Sex
(N =171)
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4"------Self Ratings: Principd1 Actor No Intera4oAs
(N=171) t / f

1
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6FACTOR 4 FACTOR 5 FACTOR b FACTOR 7 FACTOR 8 FACTOR 9 FACTOR 10 FACTOR 11

.
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,-..,.2

113 t-'''' ,

1.- 114



FACTOR 1T FACTOR-2

- .18 .52

.21 t..04

..16 .04

.00-, .76
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6 .10 -.01
7 -.24 -.11
8 D.05 .33
.9 ..15 .13

10 .27 :05

Hil- -.04 .78_

[ I.? 7 . .11

Appendix C
Self Ratings After Rotation with Kaiser Normalization, Varimax

,, Rotated Factor Matrix
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Appendix D
. Total Ratings of Fears By Ethnic Group
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Appendix E '

Peer Ratings: Principal Factor No Iterations
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Appendix F
Peer Ratings: Varimax Rotated Factor Matrix

With Kaiser' Normalization _

(N=li4)
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IAN OVERVIEW OF"INSTRUMENTSAND TESTING SEQUENCE

3'

,Instruments

3-'

4

106

The testing procedure involves two instruments, for:con-

venience labeled (ana Who. ,These two, instr uments are inventories
. -

of characteristics of gifted children. The 0 teat is an

1

iriinventory. aof characteristics for an individual child. n
1

taking

the test, the teacher, child 9r parent marks only those statements
A+.

';}

which-fit a speCified child. -.The refe4rence-population for the,
.

.,4,

so.

4.3

.Who test, is all of the students in.a specifiedclassroom. The answer.

^to each item is theNnake of one (only one) child i& the classroom.

, 1- . ...',',.
.

Any.child,s,name-may,beused on any,number of items,-but:only
,

-. . .-

one child-per item,. If the teacher or child taking the Who test
g 4 ..

,calnot_think of anyone for-a given qUestion, that item should be_

V

left blank.,

The atmosphere for the testing should be a comfortable, relaxed
_ . ,

.

,one, .-Words appearing in parentheses at' the end o1 some items may
-3 V

! I
0 , -

'
be-used by the teachers to_explain the meaning of the questions

.,. '
.

or'items, It-is essentiathat the students comprehend the meanings

of the items, thus,. other clarification of item, meaning sh9uld be

offered by teachers as deemed necessary withoutfear At confounding .
1.,

results._

t

3

130
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ATesting Seauence

',following the exact procedure for testing sequence outlined'

below is crucial.'

4

4*,

Each teacher takes the 0 test on kloarticular child. It is

essential that he/she knows nothing about the Who test which

'is to be taken 6Y.each teacher after completion of the 0 test.

2. Ekch teacher takes the Who test for his/her clamisroismi It

is essential that'theteacherkdo. pet know at this time that

their students, will be tatkl.ng the Who a40. tests.
, . ,

.

,

3. Each 'student takes the Who test, Using his own. classroom
. . . ---. .

,

the reference group. Students shoUldhot be told about the
,4 ,

0 test before'they complete the Who test.'

°d
Each.student takes. the .0 test selecting the items which fit

,

.

.>,
...-->

himself. Students should'not.,.be told that their parents wills
, . . . ., ....

...
. . .

be completing the same inventory ontheM.
.: . . .

S. Each parent'takes the 0 test ukinchis/her child as the reference

4.,

poi*.

.11

v.

o
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a,
- -3 --

1
0,

1 ,Further Coamienkg ,

- .,

1.41dditional appropriate instructions for the teicherf gfifing.
.

_

,. . . .

the teists.to students and parents mig4t ti .

e desirable. q%.
..,,..

, l' ..

2. Ethnic'identification of students; parent lid teachers is.
e.

108

essential.

All testing data. must be ic before March 26. I.las available

td'helpin any minner necessary:- I con:be- reached.at

826-6246 'Vinetta C. Johnsoh.

?

*C)

a

C

dC
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Name

Mlle.

rfA

-Appendix K

Age

Female

-1-Mark ich one which-fitt.:.

.4
1. Is alwaia getting excited about new things.

2 Is really funny sometimes.

3.' Is good at fooling people (shining people on).

Grade

4. Has Cquick temper.

5. Can make'- stories really interesting.

`.

6. 'Can make up good stories.

7. Has lots of different ideas.

Can tell some of the biggest'fibs (lies).

9: Always tries new styles of clothes.

10. Likes to use different or new words.t.

,11. -IS very impatient.

Can ,really dente.

Can talk_to. grown=ups easily (is not afraid to talk to grown-ups).

14. Is good at,,,making things up like games, dances, jokei, music, and-pictures.

15. Knawg the words.to,lots of"- songs.
, -

16. Sets along well with all different kind-of-people%

17. Can make, quick decisions.

18., Is good at guessing.

Doei'lots of different kinds dthings. .,
.

20.. Always asks the -best questions (interesting,, different).

h

21.' Seems =to know him other people feel.

22. Seems to `notice everything.

23. Can get.thildren to do things.

24. Can get grown-ups to do things.

c.

133
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ft

.15. Id really hard to 'con (to shine, to fool, to hype).

26. Is "hie (really knows what is going on).

, - ...

27.' Is always bragging about different thingi. ,

28. .Can talk more than one way (can really talk proper, eiieryday, tPlk,

different groupd). z

29. Reilly knows what they want to do (makes uptheii own mind).
.

30. 'Seems to know what I am thinking.

31: temembers a lot aiiout T.V. - programs.

- 32. Who knows how to out people down real fast (call down, insult).

.

33., Who is too
.

-
l'

nosey (always in everybody's businesa)..,
..

. 4

34. CanvalWayd find something to,do.

. .

f *

CSDESFUSD /BEHSFSU

AGRJ76-

:4

.

t

-134

O
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,Appendix .1:

WHO

Nam Age -Grade

.11141* Female

,
'111

You do:not have to mark if you can not think of anyonekfor a given question:
-,

You car neme someone more than once.

You can use the words in parentheses to explain theitest taker.

1. Who is always getting excited about new things?

.2.: Who ii really funny sometimes?

A -zt

3.- Who is'good at fooling people, ("shining pe6Ole'on")?

o has a quick temper?

5.. Who can make stories really interesting?
.1

,

Who can gasket:up good stories?

Who'has lots of different' ideas?

Who can tell some of the biggest fibs (lies)?

Who always tries new styles 6f clothes?
3 .G

Who likes to use aiffereneor new words?

e Whorls very impatient?
=,

. Who can really dance?

. . .
. .

13. rho can talk to grown =ups easily (is not nfraid to talk to grown-ups)/
,. ,

.

14. iiho is good at making things up like: games,- dances, jokes, music, and pictures?

/

4

is

15: Who knows the words to lots of songs,?.

16. Who-gets along well with all different kinds.of people?

17. Who can make quick decisions? I '

.1

18. Who is good. at guessing?

19. 'Who does lots of different kinds of things?

3

20. Who always asks the besquestions (interesting, different)?

21. Who seems to know row otherpeopleleel?

Who_seems to notice everything?
1.

135. .



Fa

6 23. Who can get children, to do things?

-, 24. Who can,get, grown-ups to dtp things?

25. Who is really h-r7d to con (to shine, to'fool, to hype)?

Who'is %0" (really knows What is going on)?

,. .

`''27. liftis alwais bragging about differe4 thing's?
c - .. _

a .
_ >.

28. Who canrtalk more than one way (really talk proper, everyday tack,

different grown)?
. .

. - .

...

.29. Who'really knows what they want to do (sakes up tbeilf own-mind)?
-... ,

I*

0

30. Who seems to know whit I am thinking?

31: Who remembers a lot'about T.V. programs? Th-
.

4,_ 32.'" Who knows how to put people down real fast (call down, insult)?
. , ,d..44v

33. Who is too nosey (always in evetybody's-builness)?

-34. 411u) can 'Always find something,to do?

CSDESFUSD /BEHSFSU
" AGHJ76 _ 5.

C
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- dent's Name

lbw

44.-

. PRABC/SCCI time iscaootpiripacf

PROGRAMS FOR THE GIFTED.

WILLIAM B. CPNCINGS, Supeilrisor

SZera 1111111
1

IQ the Teabhers:

10

1.

i--:4 " - ..
lie heed, you help. We! rs lookirig for children in your classroom who youj'eel might
!be a lot 'smarter than their test scores indicate. The following list of characteris-
tics); While by no means all inclusive; represents traits -found in gifted and creative
children. If 'may student in .your clue is' deiaribed.by at*.least Wave (12) of 'the
itammenn this list, you mg want to watch Minors ,carefully lir Possible inclusion

=In the gifted program. ThoA items which are most applicable should be double
checked. ';Will you help us by resporiding.to.thnalowitig check lilt tor the top
strdents in *our class. This checklist should be seat to the Building Principal who
will 'then forward. it to, the Gifted 'Program Office. Suppdrting information and

, camments8ihOuldl.be written nn the back ,of this form. -
.,' -_-,------- ' '. .

1. Is en'avid reader. ,
.

4maiitummo .

, . .

` ,...-....;, 2. Has rsksived. an award in science, "art, liiterature. ...
.

3.° Haa avid interest in Science or literattiril
,.

,..4.1....
. -, -,

h. Very alert, rapid answers.

___<=, . Is' outstanding in math. ,

'6. Has a wide ,range of inteiests,

. , , 7. :Is' very secure natotionally.. .

. , ,
- . - 8. Isirenturesome,,anxioui to-do new things.

..

,
9. Tends to dominate peers or situations.

a

1

, ,
. ,

".1O. Readily makes money on various projects or activitigs .74 is an entrepreneur......... / ,.. I . 4. .. .
11. -Individualistic z- likes to work by self. -.. ,.

Is sensitive to feelings of others
. 'situations:

.,...., 13,4 Has confidence in Seilf., ..

, ic

,. -- '
, 11i. HAdd li tie 'cgtsfAii control 7 disciplines self.

......
15: 'Adept at sual .art :exprission..s. -
16: Resourceful can solve problem!, by ingenious methods.

; .

Continued on back

1



Page 2

.11. Creative in thoughtel.new ideas, seeing associations, innovations,

(not artistically):

18. .Body or facial gestures very expressive.

19. lipatient -- quick to anger or anxious to complete a task.

20. Great 'desire to 'excel even to Ae'poirit of. Outing.

21. Colorful verbal expressions.

1

.22. Tellavery imagiiative stories.

23. Frequently interrupts Others ;then they are talking.

214. Frank 'in appraisal of adults.

25. Has mature sense of humor (puns, associations, etc.)

26. Is inquisitive. °

27. Takes a cloSe.look at things.

28. -Is eager'to tell others about discoveriei.

29. Can show relationships among apparently unrelated ideas.

30. Shows excitement in voice about discoveries.

31. Has a tendency to, lose awareness of time.

a'

. .

etc.
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SAN-FRANCISCO,UNIFIED SCHOOL DISTRICT

135 VAN NESS .AVENUE

SAN FRANCISCO, CALIFORNIA: 94102\,

(Extracts from)

HANDBOOK OF
ADMINISTRATIVE REGULATIONS. AND PROCEDURES

FOR GIFTED PROGRAMS

1975

A

COMPILED BY

EFFIE ARGYRES, TEACHER SPECIALIST

PROGRAMS FOR THE GIFTED

WILLIAM B. 'CUMMINGS, SUPERVISOR

PROGRAMS FOR THE ;GIFTED /-
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SAN FRANCISCO UNIFIED SCHOOL DISTRICT

,135 Van Neis'Avenue,San Francisco, California 94102

yt
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Mrs. James W. Abrahamson, President,

Lee S. Dotson, Ph.D., Vice President
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.Eugene.S. Hopp, M.D.
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kA

TR.'ROBERf F. ALiOTO,

'Supeilntendent of Schbols

1
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Academic Support
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Programs for the Gifted
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.SECTION Ii INTRODUCTION

E. SCH1i4ATIC. PROCEDURES FOR IDENTIFYINFMENTALLY. GIFTED MINORS (2%ers) TEACHER

JUOIMPIENT J 1 AND :CULTURALLY DIFFERENT, UNDERACHIEVING MENTALLY a

IIFTED ,(3822) SECbNDARY .

Recommendation by Principals, Teachers, Counselors

,Prime Workers, Parents

Student Screened

-

'Permission To test Obtained (Form MGM-5E, C SS &/or 5 Sec)

Test Administered

Results to School Identification & Placement Committee

Recommendations to Identification & Placement Committee,

r

2%er Information completed' on
Identification Report Form (MGM-l)

L.-

Programs for-the Gifted

- 1

TJ or-3822 Secondary Review
. Form (MGM-2)

Identification & Placement'Committte
_NotifieS,SChool of Final Deciiion

If identified as 2%er, TJ or 3822:

Identification Report Form (MGM-l)
Parental'Permissjon to Place in PrograN (MGM-4)

Record of Participation Form (MGM-3)

'Placed in

Cum Folder

tine.copyIdentiftcation Report Form to Programs for the Gifted
-Cum Folder marked 2% in Red

Name of Student added to School Report (MGM-7)

4..

141
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SECTION I: INTRODUCTION -

2:

F.. -SCHEMATIC IDENTIFICATION PROCEDURES - ELEMENTARY

A

<

z' Recospendition from Principal, Teacher, Parent

, _ .
., -

-,-

Classroom Teacher Fills Out Teachers Check List Form (MGM-6)
,K 0.4 , 1

Elementary leatherTeather Specialitt Screens 4 Places Name in Rank Order

,
,

, , i
Permission To Test Obtained by School From Parent (MGM-6E, C, SS)

..,

.

1

..

Pupil
-..,

letervieWed and-Tested by Psychometrist/Psythologist

Results & Other Data .to Identification & Placement_Committet-,--

(

IDENTIFIED

.Letter sent tO Parent A-School (MG-M16)
Identification Report Form Prepared by

Programs for the Gifted (MGM-1)
Permission for Placement Letter Sent

to Parent by Programs for.the.Gifted (MGM-16)

Programs for the Gifted -

NOT IDENTIFIED

Letter sent to Parent &

School (MGM-17 or MGM-14)

.
--

*COpy-of Identification Report Form in Students Cum Folder (MGM-1)
Parental.Permission Letter in Students Cum Folder (MGM-16)
Cum Folder Marked 2% in Red'
Name Added to School Roste EDP
Record of Participation. (14614-3)

Y3.
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SECTION II: STATE, CRITERIA FOR IDENTIFICATION

. MENTALLY GIFTED MINOR - btOer than Culturally Different and Under-
Achieving,(Section 199.10)

The items studied by the committee shall include evidence described
in Section 1 or 2 below: -

1. INDIVIDUAL 1ESTS

For students K-12 a score is 'required at/or above the 98th
percentile on a,full scale individual intelligence test,
such as the Revised Stanford Binet, Form L -M.or the Weschsler
Intelligence-Scale'Revised (WISC-R).

2. GROUP TESTS

For pupils in grades 7 through 12, a score is-required at/or
above the 98th percentile in each-of-twotests administered
while the pupil wasrallid-in grade 7 orabove and within
24 nths- the date of identification.

The two required tests are:

.a. A-standardized full scale group test of mental ability.
b. A-standardized test of o?ie of the following:

1. Reading Achievement
2, 'Arithmetic-Achievement
3. Science Achievement
4. Social Science Achievement

3. APPROVED GROUP JESTS

Thef011owing,list of standardized' group tests are approved
for use in identifying mentally gifted minors as authorized_
in Section 199.11 (b) of Title 5, California Administrative
Ode. The most recent test and appropriate norm should be
used. Any subtest of the following achievement test series
may be used where appropriate.

a. Standarized fulT-scale group tests of mental ability:
1. California Tests of Mental Maturity '-

2. Henman-Nelson Tests of Kental Ability, Revised
3. Lorge-Thorndike Intelligence Tests,: Full-Scale
4. SRA Tests of Educational Ability
5. School- and College Ability Tests

b.' Standardized achievement test batteries:,
1. California Achievement Testsy,4957 Edition
2. Sequential Tests of Educational Progress
3. Iowa Tests of Basic Skills
4. _Stanford-Achievement Tests

---5. SRA AchievementsTests-
6. Iowa Tests of Educational Development
7. CooperatiVe English Tests, 1960
8. Metropolitan Achievement Tests
9. Tests of Academic progress .

6

. 143



SECTION II: -STATE CRITERIA FOR,IDENTIFICATION

APPROVED GROUP TEST CONT.

The aforementioned list.of tests will be changed as other

instruments are reviewed and approved..

. . The full -scale version of each test or subtest shall be,
'.administered. -Reading, arithmetic, science., or social

science achievement may be measured,by any of the afore-_

mentioned:instruments. .

. TEACHER JUDGMENT - TJ (Section 199:10)

The judgments made by teachers; psychologists, and administrators-who
are familiar with the demonstrated ability or potential of a pupil

can be used to identify gifted pupils. "The evidence used by the school

committee shOuld be forwarded td.the Identificationland'Placement
Committee of'Programs fOr the Gifted for final review.

Supportive evidence should include ichievement,test scores and accomplish-

ments-which Indicate that\the student is a mentally gifted minor when .

making TJ referrals (Form, MGM-2) to theidentification and Placement
Committee of Programs for the Gifted.

The-state limits, the numberdf Teacher Judgments to not more than five

percent (5%) of the pupils identified AS 2% Mentally Gifted Minors.

C. CULTURALLY DIFFERENT, UNDERACHIEVING (Section 199.11 'Paragraph 3822)

1. A cultUrally different, underachieving mentally gifted minor

Shall be identified by,the committee as follows:

a. CULTURALLY DIFFERENT - Pupils are= identified thropigh a
study of all-available and pertinent evidence of a child's
language; through economic or'environmental handicaps
that have interfered\with success in school, restricted
tht development of hts,intellectual and creative ability,
and have prevented full development of his potential.

. The report of the committee shall specify the differences
.\

to which the.pupil is subject.

b. SCHOLASTICALLY UNDERACHIEVING-- Pupils are identified by

comparing their general '`intellectual capacity with achieie-

ment. Consideration, should be given to each,of the following:

(1) The judgment ofthe committee, all concurring,
that the pupil could achieve at the upper 2%,
level were it not\for his cultural differences.

(2) Test scores revealing discrepancies between
general intellectual ability and achievement.

(3) All pertinent school records.

2. The pup41§,who meet the criterialAof a and b shall be identified

as "culturally different mentally\giftee on the basis of the

judgment of the committee that they may-be expected within-a
reasonable time and with appropriate curricular modifications

to perform -in school.at a level equivalent to that of a mentally

gifted minor. -
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SECTION" II: STATE CRITERA FOR IDENTIFICATION

C. CULTURALLY 'DIFFERENT UNDERACHIEVING CONT.

The judgment shal) be based'upen one or*more of the following:.

a. 'Precocious development in-pre-school-or primary period
or outstandihg scholastic accomplishment at any point
in the student's school career.

b. Unusual resourcefulness in copingwith responsibilities,.
opportunities, deprivations, problems,-obstacles; lack.
of structure and direction, or overly structured settings.

c. Outstandiv achievements, skills'or creative products.

d. Scores at-or above 98th percentile on intelligence non-
verbal (performance),.tcores of individual tests. °

3. LIMITATIONS

The number of pupils identified under this section is limited
to,two percent (2%) of the culturally different pupils within
the school district. All nominations foridentification under
this section-must be forwarded to the Identification and
Placement Committei,of Programs for the Gifted.

8
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SECTION III: PROCEDURES FOR IDENTIFICATION AND PLACEMENT

INITIAL-NOMINATION

a

.1

.*

A. A pupil may be- nominated by administrators, counselors, classroom

'teichers," and parents for identification as a mentally gifted

minor. A pupil may be nominated for the_reasons*described in

Section 1, 2, or 3 below:.
, .

'1. A pupil whose achievement test scores and academic

4
performances are superior.

%

2. A pupil, who, were it not for a cultural difference,

could achieve at the upper 2% level.'

a

3. Talent (leadership, art, music, dance, drama, etc.)

B. Screening-- Request for Testing

1: Elementary Level

Whether recommendedby.the principal; -teac' r or parent,

the classroom teacher fills but the Teachet's Chetklist

'of Characteristics of gifted and talented. children. (MGM-61

The checklist and any other pertinentinformation'which
theteacherand the principal feel will be useful in the

identification process-,are placed into the student's cum.

folder.

The principal,then prepares a list of students recommended

for testing for the Teacher Specialist from Prdgrams for

the Gifted.'
,

The Teacher Specialist, from Progrims for the Gifted seeks

further data, such as, achievement test scores, grades

and anecdotal records on each student.. He then puts_the

list in ,mk.order and informs the principal when parental _

,permission should'be obtained for testing.

2. Secondary-Level

A pupil may be recommended 'for identificati as gifted- -

by an administrator: classroom teacher, cou selor, or

parent. The counselor or coordinator of g fted programs

screens the cum folder and any other perti t information

concerning the pupil's progress and 'achiev hts: Parental

permission must be obtained if additional in elligence

testing is required. This data is'then presented to the
School Identification and Placement Committee for consideration.

C., Parental. Permission for Tetting

Parental permission must be obtained before an intelligence test is

-administered to a pupil. Sample letters are available from Programs

for the Gifted and are printed in English, Spanish and Chinese. The

signed letter should be. placed in the student's cum folder.

(Forms. MGM-5E, 5C, 5S,,and.5 Sec.)
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